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ABSTRA.CT
English and EFP programs should be as parallel as possible (Newfoundland &
Labrador. Rtport a/the Policy Advisory Commillee on French Programs. 1986).
However, in EFI, non-language arts subjects such as history are not emphasized enough.
with fewer instructional and pedagogical resources to aid FI faciJitators~ and students.
The current history text, L '£r.perience canadienne. des origines anosjOllrs (Couturier.
! 994), was designed for francophones; no consideration was made for the second
language classroom. Linguistically, it is too advanced for FIl, and a narrow Canadian
perspective is evident that focuses on Lower and Upper Canada. Women, Nativc, and
Newfoundland perspectives are under-represented, to but mention a few. Like the text.
the facilitator's guide, Histoire 9' Annee, Guide Pedagogique. version preliminaire
(Ne\~foundland and Labrador, 1996) is content oriented and does not allude to the
language contexi of FI
This project explores the versatility and advantages of implementing historical
fiction, drama, and journals into EFI grade nine history within a communicative
tEarly French immersion will simply be referred to as EFI in this project.
1Facilitator will be used instead of "teacher" in this project. "Teacher" has a connotation
of traditional lecturing and control that does not fit with the enjoyable, communicative.
cooperative philosophy this project embraces and strives to foster.
lFrench immersion will be referred to as FI in this project.
framewO£k of cooperative learning. Designed to provide theoretical background and fresh
suategies to second lan.guage facilitators. Utis guide also conwns daily lesson plMs for
study of &llall1s dt fa ribellio" (Julien. 1991). in which some EFI. grade ninc history
and French curriculum outcomes can be ...(lmbined in a context that is meaningful.
relevant. enjoyable. and experiential for students. Stutlel\l~' social. analytical, tempor.!l.
themalic. metacognitive. and French language skills should iOlcrease as (hey progress
through these daily lesson plans. or as facilitators implement some of the ideas and
strategiesfi"om this guide.
In addition. this curriculum guide is facilitator friendly while encouraging optima!
enjoyment and learning for FI students. Historical fiction. drama, and journal techniques
are designed using research from cognitive, mecaeognitive. and cooper.!(ive learning
theories. and are: discussed specifically in !he context ofEFI. grade nine history.
However. they may be adapted to other grade levels. courses. and programs. such as
senior high, LF". and the English stream.
'Latc French immersion will simply be referred to as LFI in this project.
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ADVANTAGES OF HISTORICAL FICTION iNFUSION IN THE INTER,vrEOIATE
EFIPROGRAM
Historical fiction denotes novels that have a historical basis or component. Such is
En/ants de 10 rebellion (Julien. S; 1991) While the novel relates the adventures of two
fictional Quebec adolescent twins. it nonetheless recounts bonafide historical happenings
via a personal journal. The twins find this journal in the attic of their grandmother in
Saint-Remi. Thejoumal was wrinen by an ancestor who lived during the rebellions of
1837-38 in Lower Canada. The emotions and family allusions recounted by this ancestor
are, of cow-se, fictional. but realistic seeming, The events themselves pertaining to the
rebellions are mostly real, as is the "Dates el evenements" chronological lime line on
pages 182-184. In fac!_ historical fiction has many values (Huck et al.; 1987)
Firstly, historical fiction gives adolescents the opportunity to vicariously
panicipate in the past, to experience the conflicts. emotions, and joys of people long dead.
There is no time machine to send adolescent students back in time to the Rebellions of
1837-38, but historical fiction is the next best thing.
Secondly, historical fiction incites adolescent learners to feel. reflect, and make
comparisons with contemporary society. Swdents can relate to characters, their
relationships with family members, social problems. and draw comparisons ....ith their
own lives. Many occasions for critical thinking and making judgement are presented,
allowing excellent reflective thinking and discussion. For example. in En/ams de la
ribellion (Julien. $; 1991) the twins debate whether their taking oflheir grandmothds
propeny, thcjoumal. from the attic is stealing or ·borrowing~.This could be' an excdloent
response journal question and encourages student moral development.
Thirdly. historical fiction cart hone students' perspectives about the past. They
gain a grealer understanding of the human condition. with all our frailties and strengths.
failures and accomplishments. Perhaps lhis will teach them the noble goal of not
repeating past mislakes.. In £nlanl$ cit: 10 ri~l/ion (Julien. S: 1991). students may gain
wider cuhunl empathy for the characters as similarities;ue unveilC{j and they are shO\\ll
as just human like themselves, not so foreign and strange as before. This son of empathy
for the target culture is one of the goals ofFI (Program olStudies, 1995-1996). It may
lead to better understanding in present day of francophone Quebecers and chip awa~' at
negative factors, such as ethnocentrism and prejudice. This Wider perspective of the
hwnan race can show cenain commonalities to students; we all need food, water. shelter.
and desire respea. a sense of belonging, love, peace, and self-fulfilment.
Fourthly, historical fiction shows the interconnectedness of mankind. We are all
inter-related. 1he old adage "If a grain ofsand falls in the Sahara. it has an effect on all of
us", while perhaps exaggerated. displa)'s this interdependence perfectly. Our actions, and
inactions, influence others and society at large. We may become familiar with Papineau,
Mackenzie, Lord Durham and the like as we study the new grade nine history book.
L'Expirience canadienne. des origines anos fours (Couturier et aI., 1994), but students
can relate benerto the char<lclers and happenings in historicalliction. Thus they \\ill
likely retain this infonnation more readily.
Fifthly. adolescenl S1udents can develop a keener sense of chronology and long
time spans via hislOrical fiction. They can learn to follow the life ~vents of characters and
gain a better sense ofcontinuiry in their own lives. and an appreciation of the direction of
humanity. Their own places in the vast historical context of which they are issue and an:
presently living can become less opaque. Among many 14 - 15 year olds. knowledge of
the past is taken for granted. However. many students at this age begin to understand the
concept of bias and multiple interpretations of events or so-cal!e'd ~historical facts" (Prout.
1987. p. 154).
In summary. the benefits of incorporating historical fiction inlo FI history and/or
language ans are nlOmerous. Historical fiction can help improve academic, intellectual.
and language skills. Students who used to view social sludies as "boring-may change
their mind. Since motivation is key to learning in FI and any I,.-pc of educ;ational program.
....'ilys oCincreasing interest and mOlivalion through literanU'c nttd further examination.
Curriculu.-n implementalion ofhistoricaJ fiction. and other literature. should not be
confined 10 language arts. Hislory• .science, math. health, and other subj«ts can al1
benefit from literature infusion in first and second language classrooms.
CHAPTER]
FROM PLAYS TO IMPROVISATIONS - DRAMA INFUSION IN THE
INTERMEDIATE EFI PROGRAM
French immersion began in Newfoundland in 1975 in Cape Saint George,
HO\.\.'evcr, despile the long history ofFI in our province, indeed in Canada sinee th<: early
1960's, methodologies and stable curriculum and leaming resources have been slow in
coming, 11 is only in 1996-97 that the intermediate French language artS program. based
on a Guerin series (Aufil des motS - grade seven, Libre expression. grad~ eight
Messages e/ discows - grade nine) has a solid communicative background and design
specifically for FI. The old series, TUles et contt.tfes (DubC, 1994), was such a poor
resource, intended for francophones, that many facilitators rarely used it, preferring
instead to reso!t to resource-based teaching to achieve goals from the provincial Program
o/Studies (1995-96). Furthermore, the curriculum in EFI, grade nine social studies is still
awkward and unstable. (n live years of leaching, I ha\'e used four different te:'l:t books.
The new text in September 1996 will be Expirience canodienrle, des origines 0 nosiours
(1991). Geography will no longer comprise halfofthe course, History will be the full
component. Expirience conodienne, des origines 0 nos jours (l991) may onl)' be used for
two years before another text will be introduced as pan of the initiatives of the Atlantic
provinces Education Foundation. Neither the new text nor the future text v.ill apparently
be piloted in Nev.foundland.
Luckil)', we do have a new Ft Franfais 7 ·8· 9, Arts langagiers: Programme
d'etlldes, Interim Language Arts: Curriculum Guide (1995), but it focuses on French
language arts. One assumes that facilitators should follow the English social studies
section of the provincial Program a/Sludies (1995-96), lllld the In/ermediate Social
Studies Curriculum Guide, Interim edition (1986), but this is problematic due to the
different resources employed and available in Fl. and due to the unique sening and needs
of the FI class. These needs include nol only the leaming and application of historical
knowledge, but also the acquisition and development of French language competence.
Safty (1989. p, 551) prescribes drama as he reflects on a decade ofFI, as an excellent
means of augmenting what has been for some disappointing language proficiency among
Fl students. although he also points out that no olher methodology has achieved such a
high proficiency before:
There is no doubt lhal a remarkably greater amount of language learning is
achkved through dnunatization. improvisation. and theatre in lhe
classroom and the school. The video technology can also be used during
rehearsals, but there is Iinle substitute for the anticipatory excitement the
students feel when they know that they are preparing themselves 10
perfonn before an audience. This excitement rapidly increases their
receptivity 10 the acquisition ofJanguage skills and to corrective strategies
Drama and improvisation should be made an integral pan of language
learning activities in FI.
Omaggio (1986) suggests that language can be used in a variety of contextS to express
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one's meaning, interactively communicate, facilitate. Care (I 1JS6) suggc:s[S that d~a
could give a -second wind~ to Ulc communicative approach. by providing more authentic
opponunities for language leaming, Cari (1986) affirms that drama has always been
prescnt in second language learning. but that it has a tendance to fall to the wayside. A
de<ade later, fast approac:lUng a new millennium, there still appears to be insufficient
knowledge and implementation of drama into FI in Newfoundland and labrador. ar!d
probably elsewhere in Canada, judging by the shonage of research on the subject
Therefore, one can clearly sec the need for more creative and useful strategies in F[
curriculwn, especially in non-language ans subjct:ts such as history. In addition to the
infusion of historical ficlion andjoumal writing within a cooperati~'e leaming irarnework.
I propose a man: extensive implementalion of drama into the intermediate Fr program. [n
panicular, this paper \\ill deal \\ith drama infusion and the grade 9 EF[ Canadian history
Merriam-Webster's Collegiate Dictionary (199 I) defines drama as ~a
composition in verse or prose intended to portray life or character or to tell a SlOI!' usually
involving conflicts and emotions through actions and dialogue and typically designed for
theatrical performance," Drama has long been part of the English language arts program
in Newfoundland and Canada, although less so in other subjects (White, [986).
Funhermore, in Fl. drama has received little attention at all, either in French language
artS or other subjct:ts (Crinson & Westgate, 1986; Anivan, 1990; Schackeret aI., 1993).
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Although m~ntioned in the Fra1lfais ;' - 8 - 9. Arts langagius: Program d'itud6.
{nuriM. Lmtguog~ Arts: Cluricufum Guid~ (1995). there is virtually no explanation of
drama techniques or how 10 incorporate them into the diverSe courses of the second
language classroom at the inlerInediate level. Certainly. there is no equivalent 10 the
(nttrmediate DraMa T~acher's Guide, Grade Seven and Grade Eight, Draft (1993) or
English: The {nurmediote School Teacher's Guide (1988). Unfortunately, many FI
studenls, like those in St. John's, have limited contact with the wgetlanguage and
culture outside of school. indeed, outside of their classroom within school. Drama may b<:
an excellent means of alleviating Ihis problem and promoting authentic language usage
covering a wide range of language funclions. Students may also become more
linguistically accurate. Drama reflects all these principles. Drama allows students to
explore relevant topics (Crinson &:: Westgate. 1986) in a more natutallanguage learning
environment (Hamilton &. Mcleod, 1993). Many students in second language classrooms
arc hesitant to speak out loud. However. the primary goal of second language learning IS
communication, not to prepare students for literary analysis, although this is part of it
(Richards &:: Rodjers, 1986). Haggstrom (1992) affirms that drama encourages studenls to
solve real problems, think critically, and make decisions on how to communicate among
each other. Drama can make learning more meaningful and communication more
authentic. Drama can alleviate stress (Aronson, 1978), especially in larger groups where
peers help COtreet French by supplying the correct word, for example, which can in tum
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10l,\,l:r the ::lffective filter (Archib3ld & Ubben. 1995. p. 128). In history class, not only
will students learn historical infonnation but its relevancc to !heir own persorutl
experiences, heightened social consciousness, chronology, empathy toward mhers, and all
tile other objectives listed in the "Facilitator's Guide to En/anls de fa rebellion,"
including social, academic, and French language skills. Drama entails cooperation.
implicit and explicit (Long &. Poner, 1985; Cicwd, 1994). Drama, requiring group
cooperation and e;-::tensive interaction, assists student learning (Ronier, 1991), and fosters
French acquisition.
Facilitators may be wary of drama infusion in their classrooms, and it is for this
reason that teachers new to drama ought to begin with a class with whom [hey ar~
comfonable and confident. Some research suggests that urban as opposed to rural
students may be more willing [0 engage in drama activities (Anivan. 1990). However.
studies have shown that even classrooms ofthiny.five or more students can be viablt':
with drama techniques and careful planning. It is a myth that students will engage in
horrendous behavioural problems, that there will be chaos, and that drama should only be
done with above average classes (Hamilton & McLeod, 1993). It is perhaps not the class
which needs to change, but the educatot'S willingness to move from a transmissiona[ to a
more transformational or transactional philosophy (Miller &. Seller, 1990). People leam
better when they actively panicipate. Educators may have to re·evaluate traditional and
less effective lecture methods followed by quiet seat wotk where little communication
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occurs, and relating new knowledge 10 old is less likely 10 happen, which is contr:11'Y to
learning theories by r6earchers (Weinstein &: Meyer. 1986; Winrock. 1989), The power
stnJeture in the classroom. as befits cooperative learning, will no longer be in pyramid
fonn with the facilitator at the top, bUI more sptead out as students actively engage in
group work: and the decision making process. If facilitators want meaningful. authentic
language, and authentic situations in their classroom, drama can facililate this.
Both the Intermediate Drama Teacher's Guide, Grade Seven and Grade Eight,
Draft (1993) and English: The Inrermediare School Teocher's Guide (1988) provide
insight on the implementation ofdrama into the second language classroom. Although
both books deal with drama in the context of English, fir-a language, language arts, some
principles and activities may be adaptable to the FI classroom. in language arts and
subjects such as grade nine history, In particular, English: The Intermediate School
Teacher's Guide (1988) discusses the dramatic concepts of conflict, emotion, and theme.
which relate directly to Fr hislOry class, as ...-elL Connicl may be defined as either
physical or psychological, often with a protagonist versus antagonist scenario, or a
hero(ine) versus the environment, or an internal struggle, and is omnipresent in drama as
well as social studies. Conflict is a leitmotifin the "Facilitator's Guide to Enfants de la
ribellion. ., During "Day 2", conflict analysis between characters is discussed through
examination oCthe cover page, "Day 6" alludes to Rosalie's internal conflicts with her
mother. The whole novel study examines various types ofconflict$, mainly the struggles
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between English and French Canadians., bul a variety of conflicts between and \\ithin
eharacters. too. One major aclivity throughout !heir unit is compleling a sh~ entitled -l<
Role des femmes dans Err/onts de 10 ribrllion~ (Appendix B) Ih.1.I addresses lhe
controversial role of women in lhe 19lh centurY. as revealed by ....tIat characters say. feel.
and do, and narration. StudenlS draw conclusions by analysing Rosalie's internal
conflicts in a sexist. stereotyping, confining society for women. Funhermore. this
formative analysis also highlights the stereotypes for men living al this time, and the
resulting conflicts in such a narrowly role.defined society. The many mime and role play
activities in this unit provide students with the opponunities \0 further explore conflict in
a meaningful, tangible manner.
Many drama activities also bring out emotion. the second dramalic nOlion
according to English: The Intermediate School Teacher 5 Guide (1988). Drama induces
emolion, which causes empathy, compatible ",ith objecti\~s three, five and nine: listed in
the -Facilitator's Guide to En/oms de 10 ,ibrllion~: promoting understanding and
appreciation of world cultures; helping students understand that individuals h.a\·e
differing values and, attitudes, personalities, and roles, but that as members of a group
they share cenain values, characteristics, and goals; furthering awareness of French
Canadian culture. Theme, the third idea, also directly relates to grade nine history
objectives - achieving insight into human motivations, creating a mood, and discovering a
philosophical truth.
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The post-reading activities further student awareness of conflict. emotions. and
theme, [or each integrates a dramatic perfonnance in front of the class. Activity #11 has
students comparing Rosalie's conflicts in En/ams de fa rebellion to conflicts in
previously studied novels, Le Yisireur du soir (Soulieres, 1980) or Aller-retOllr (Schinkl~
& Beauchesne, 1988). These three novels, among others, are on the authorized reading
list of the provincial Program o/Srudies (1995-96). ACtivity # 13 invites studeOlS to play
the role ofFran¥ois or Isidore and explain how Rosalie's rejection of their amorous
intenlions affected them and their lives aftel"\Nards. This activity helps students empathize
with characters, learn literary analysis and hiSlorical information, and promotes cultural
empathy and thematic understanding. Most other activities also achieve analysis of
conflict, emotions, and mood, promote thematic insights into human motivation. and
provide philosophical depth. For instance, activity #15 has students comparing the role of
women in the novel to modem day, researching the "''Omen's movement for equality. and
drawing conclusions. Oral presentation of these post-reading projects, using authentic
documents such as posters, music, costumes, pictures, transparencies, maps, etc., is
dramatic. 'Dramatic' is a derivative of ' drama', meaning that one anempts to ponray and
convey life or stories, using emotions, conflict, and action. Every novel study I have
undenaken with intermediate students in grade 9 incorporated this type of dramatic oral
presentation which strives to appeal to as many oflhe f!ve senses as possible. Students
are encouraged to be innovative. Using costumes, visual and tactile aids, fake accents.
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etc. is a highly effective. dramatic way to teach :lIld learn. Students teach one another.
rather than the facilitator droning on. Dramatic presentations are far more interesting for
students: they seem to learn better, and the danger of students not paying attention is
decreased. The class is interactive and fun with dramatic activities.
Many of my fourteen to fifteen year old students have given far superior
presentations than most I have witnessed given by much older and bener educated
education students and facilitators. Being well-educated, and applying that which has
been learned, is not a stagnant state, where one can spout knowledge, yet not effectively
communicate that knowledge to others. Being educated to the point that one instructs or
administers to others should entail good communication skills and constant shifting of
knowledge, but this is not always so in education. For people to learn, they must relate to
input, wed the information to existing cognitive schema, and reconstruct new meaning.
Facilitators and communicators, then. in second language classrooms or not, must gh·e
comprehensible input, and input is more comprehensible when dramatically, interactively
presented. Dramatically drawing in the attention of others may enhance motivation
Learners actively generate meaning to what is said. This is not so likely to happen when
an educator, communicator, or facilitator only lectures, with the recipients of the input
silting quietly in desks, trying to listen. On the other hand, dramatic learning (or teaching)
activities actively engage emotions and resolutions of conflicts, such as haggling over
meanings of ideas, theories, and ideas. Students are far more likely to engage in
IS
generative processes ofcomprehension and le3ming for Utc~· interact \\ith not only the
fas::ilitator. but ....ith each other. learners assume diffefl:nt responsibilities. negotiate
meanings, and sc:lf~insttuct. An amalgamation of research suongly suggests mal drama.
with its inherently communicative. cooperalive framev.'Ork. enhances learning (Wittrock
1989; Weinstein & Mayer. 1986; Rattier & Ogan. 1991: Seifert & Wheeler. 1994;
Cicurel.1994).
Often, when my fanner students revisit junior high after time spent in high school.
they lament the lack of interesting activities in thcir current school environmcnt. They
complain. in resigned \'oices, that high school teachersl "lecture", These students, and
probably teachers too, rarely enjoy class. Is something 001 \~TOng with our educalion
syslem when students do nOI enjoy learning? Rather than creating a striCI. tense
classroom atmosphere. facilitaton might use cooperative learning and discipline
strategies. such as drama. Dramalic activities are fun. and students appear [Q benefil
greatly from them. Facilitators ....,ould probably ~ surprised at the quality ofleaming Ih.:lt
occurs using cooperative learning and dramatic ttthniques. Education faculties 3.t
universities should also be more conscious of the value of drama techniques to future or
current facilitators. and consequently offer more courses in effective communication.
Facilitators and administrators in universities, school boards, departments of education.
I"Teacher", rather than facilitator. seems a more appropriate term to denote individuals
who practise traditional teaching methodology.
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and schools might practise more interactive and dramatic techniques to make
communication more inte~lingand meaningful. Dramatic involvement invol\'es
enthusiasm, feeling your convictions, and con\"eying thai interest to others interactively.
Education and communication are inseparable. Drama implement'llion into our
philosophy ofeducation and curricula may aid in improving the .....hole educatiomd
system. not only EFI in the intennediate school social studies program.
Three major drama strategies applicable to FI are mime, improvisation. and rok
play. Mime, or pantomime, expresscs an idea, story or action without dialogue. using
exaggerated gestslactions and facial expressions. A variation of mime is mime in slow
motion (Hamilton & McLeod, 1993). This need not be limited to spons. Mime can be
\'ery advantageous in giving students the opponunity to develop confidence. In addition.
mime can heighten students' awareness of the importance ofnon-\"trbal communication
(English: The Intermediafe School Teocher·s Guide (1988. p. 25). Gaudan (1990)
discusses how advocating mime in !he second language classroom, .....here the emphasis is
usually on oral communication, may appear bi:zam:. However, she goes on to state that
other than bolstering confidence, mime can generate and elicit language before, during, or
after the activity. For example, in the "Facilitator's Guide 10 En/oniS de /0 ribellion" on
"Day 2", students have the following homework: "Group I will mime chapter I for the
class, and group J, chapter 2. All will finish reading chapter 2. This must be ready first
thing next period." At the beginning of"Day J", five minutes arc taken for the mimes.
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This serves as a v.rann up activity. a SOrt of ice breaker, exposing students to some initial
drama and showing how drama can be enjoyable. After each mime for chapters I and 2.
students are asked to explain what the actors are miming. Mime can be used in this
manner after reading several chapters of a novel or historical account, and getting
students 10 mime specific important events. Mime is not confined to language class
poetry and prose. Events can come from a history book, such as partisans parading betore
Parliament, Billy Bishop chasing the Red Baron, or Archduke Franrrois Ferdinand and his
wife Sophie waving to the crowds before their assassination. Explanations and
discussion, all in French, are generated through the technique of mime. Student
production and interpretation of visual imagery coupled with verbal explanations will
enhance learning. Funherrnore, the use of cooperative learning group work as students
plan their mimes in French, encourages social, academic, and language skills
developmenl.
During mimes, and all drama activities, it is important for the facilitator to
emphasis that all physical contact is strictly prohibited. Also, students are not to use props
that could be harmful, such as a ruler for a gun, but rather imaginary props. Otherwise,
violence may easily occur in the intermediate level. This may be due to in part ta
burlesque preconceptions from the rampant violent content of our papular culture. High
rating television shows such as Barr Simpson, Home Improvement, cartoons, even Laurel
and Hardy reruns, not to forget music videos, talk shows. soaps, and much more,
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regularly contain:1Jld glorify physical violence. Students seem conditioned to \'iolence
and many view it as -funny~, 1\0{ realizing thai media portrayals and real life do not
always correspond. In real life, if you punch someone in the jaw or kid.: someone in the
stomach. that person is likely to stay down and need medical attention. unlike the Til be
back" fiction of Hollywood heros such as Arnold Schwanzenegger and Cynthia
Rothrock, who in real life would never survive their capers. Even when based in realit~·.
the undeniable violent nature and history of humankind cannot be ignored. History and
literature classes often elaborate on that theme. Therefore. caution must be exercised
when miming or otherwise dramatizing scenes from history. such as in Enjams de fa
ribdlion (Julien. S.• 1991). where conflicts do often manifest in bloody banles.
Improvisation. like mime. is a form ofdrama without a script. but it does enuil
laiking. In its purest fonn. students make up the script as they go along, \"."hik
simultaneously acting out a scenario (NewfoundlaJ'ld:1Jld Labrador. English: The
Intermediate School Teacher's Guide. 1988. p. 37). Improvisation can help students
achieve many aims outlined in Fllanguage arts and social studies. Improvisation allows
srudents to use French creatively. Since it entails spontaneous communication, it is
possible that improvisation may aid in transferring knowledge from declarative to
procedural memory (Archibald & Ubben. 1990, p. 355). New vocabulary and ideas are
being pl1lctised and reinforced when students engage in improvisation. Further research
needs to be completed in this area.
From personal observations after several years of teaching Fl and English al th~
intermediate level. I can testify that intermediate students in grades seven and eight
generally love improvisation. These grades often ~g me to do more improvisations \\;th
them. In fact.. it is an excellent way 10 begin or end a class. Students can improvise
anything in poeuy or prose. from events in short SIOries to real life siluations. Howc\"C'r.
grade nine classes are more reluctarlt to engage in improvisation. At this age. they appear
more self-conscious, aware of gender (with more physical separation between young
women and men), and afraid of peer ridicule. With grade nine classes. ! have found
improvisalions to be oflimited use. which is why I have not included any in the
-Facilitator's Guide to En/ants de la rebellion.·· I have designed drama activities that
entail preparation time· mime and. in particular, role play.
However. impro\-isation can sometimes be uscG in grade nine. Some students
Willingly improvise the same historical situations mentioned above for mime. However, I
affirm that it is generally bener to give grade nine students preparation time. Otherwise
theirself-est:ecm may suffer, and hence !heir motivation. Improvisation at this level must
be incorporated with UtmOst caution. When cooperative grouping and preparation are
alloned for drama, grade nine students fare much bener. In fact. cooperative grouping
during drama not only promotes second language skills, but males and females work
together in changing roles ....ith students of varying ethnic and minority groups. This may
affect student perceptions of minority groups and so-called "gender differences·', deemed
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by some (0 be merely stereotypes created in what is still mainly a while, palriarchal
sociely (Kingwell, 1995). Cooperalive drama activities such as role play may promote
equality, social skills, and heighten social consciousness. Students often want to playa
role that does not COnesporx110 their gender. With the facilitator moniloring that
stereotypes are not reinforced, this can be a valuable means of gaining insight into roles
that society may still dissuade certain people from having. Valuable discussion, if
handled non-judgementally, can arise should students unwiningly stereotype. Discussion.
often involving brain-storming or journal entries, can heighten the idea of prejudice. For
example, a female judge in post-reading activity #23, the trial of Julien Cadet or Jean-
FranfjOis Valois in EnfanlS de la ri~lIio". would allow a female student to panicipate in
what is still an occupation almost e."c!usively dominated by men. A male might play 3
female characlf:r on Day 7, such as Rosalie when her brother, Julien. ellplains the
governmental system to her. Ifeither of these students stereotype, the class. in small
grol,lPS, could then discuss from where preconceptions arise, give ellampJes, and the
consequences of stereotyping. This would be an excellent learning process, for il gets to
the heart of social studies. i.e. studying society in an objective. analytical way that leads
to greater social understanding and empath)'.
Combining improVisation and mime in HI grade 9 (and 7- 8) is both viable and
fun. This technique may apply to language arts or any other FI course, and facilitators
may use it with the "Facilitator's Guide to E"fants de la rebellion," al their O\\ll
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discretion. Srudents can improvise new ~'0C3bularywords. GI"CHk 7 - 8 srudenlS rarel~'
have any problem wim any son ofdrama activity in my experience. and perhaps it is
because grade 9 students ace only asked to improvise a word, rather than a full sentence
or situation, that they are more willing. One word is generally more simplistic, quicker.
and easier to mime than a sentence or situation. Words to improvise can be of virtually
any naNte - nouns, verbs, adjectives, etc. This activity is an excellent warm up, end of
class activity, review strategy, or technique to change pace and refocus attention in tho:
midst ofa lesson. Students enjoy it. For example, "Day 5" has an activity in "TASK ,itl"
that combines mime with improvisation. The facilitator ""ill quiz students on 30 new
vocabulary items via mime ofthc vocabulary terms. One at a time, students will be given
a vocabulary word from yesterday. such as "bouder", "'fouiller"" or"un sac:i ouvrage".
and the class will guess the meaning as different students convey meaning through
actions. gests, and facial expressions, but not verbally. This is an interactive and
enjoyable way to begin class. Students practise social, academic, and all four language
skills.
Role play. a valuable pedagogical technique, is perhaps best knO""T1 to facilitators.
and used more extensively in the Enfant de 10 ribcllion guide. Role play gives students
the opportunity to explore thoughts and f«lings of characters by acting as if they were
those characters (Care et aI., 1992). Students assume roles in the cooperative learning
strategies they employ. For example, one person may be the leader. with the task of
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di~ing lhc task for the group. such as by ensuring Ihat each member has Ihe opportu:lity
to paniciptlle and offer ideas and opinions. Tbe trIcollrag~r has !he role of giving
feedback and positive comments to o!her members. The lime keeper has to ensure that
!hey respect time limits. to answer !he question or problem within the allotted time
barriers. The secretory has !he role of keeping official nOles on what is discussed and
concluded, although each member may need to do this. The s~crelarymay ha\'e the job of
preparing the final copy on overhead transparency, bristol board. elc.• for prcsallalion 10
the entire class. The observtr may have the task ofobjectively evalualing the group work
dynamics. and is normally a member of another group to funher this objectivity. The
s~aker has !he role of verbally e:<plaining the group's findings to the class using the final
copy from the ~retary. These roles fluctuate ....1m each new aClivity. giving members
shared responsibilities and exposure to different academic and social skills. Group and
individual evaluation grids for group work are available in Appendix C. The high level of
exchange that oceurs in French enforces developmenl of French language competence
alongside acquisition of histone knowledge and application. Members in larger groups. as
opposed 10 diads or triads. tend to speak French more often. perhaps because they can
irnplieidy and explicitly help one another OUI when encountering linguistic or knowledge
reuieval problems (Ford, 1991; Ckurtl, 1994). During the En/ams de /0 rebellion (Julien.
1991) study, students notTllally work in groups of 4-6 members.
Role play can be combined INim keyword mnemonics, as shown on ··Day 7~.
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Some vocabulary was p~viously learned using the kerword mnemonic method and
visual imagery on -Day 4-. Students should understand other words through context and
dictionary use. All students own a unilingual French dictionary, usually Lt Roben .\licro
Poche. Dict;onlloire De La Langue FrQIlfOUe (Rey, 199j) and a Bescherelfe
(Bcsc:herelle, 1980). This leads 10 more autonomous work skills, rather than having the
facilitator as principal editor. Vocabulary items ',viII be listed along with situations and
characlers from £n/ams de fa ribeflion, Students will have twelve minutes to prepare a
two minute skit and must consult the given pages for vocabulary comprehension and
content/context. No notes may be used during the actual performance. Students may use
any props brought by the facilitator, but excursions beyond the room are not
reconunended. Students will pull cue cards or slips, listing the number of participants and
the skil, out ofa paper bag. Groups should ","'0"' in separate pans of the room_ Then
students are to sit quietly in front ofme stage, while random groups acl OUI their skits.
During "Day 7-, the class moves to the resource centre, common room, theatre.
gymnasium, or cafeteria stage if possible, anywhere mat there can be a "stage". This
added novelty contributes to a fun, relaxed, focused class aunosphere. During the
resulting role play, some students may even experience a right brain cognitive shift and
may want 10 discuss their experience aftelVo·ard. The facilitator must explain the activity,
and briefly repeat the social skills needed, such as polite cooperation with other students.
doing one's besl, accepting hints for improvement linguistically or othelVoise, and how to
give constructive criticism. The faciliworshould circulate. monitor. offer suggestions.
use anecdotal notes, and praise as pan of the cooperative learning experience. For each
scenario, studencs must add authentic dialogue and use the vocabulary words listed, and
show feelings. reactions, and gests. They must elaborate on the situation and are
encouraged to ad lib. They can personalize the skit, by assuming a different mood or
accent than would normally be associated with the text. For example, they may want 10
do a scene as Star Trek, Y & R, This Hour Has 22 Minutes, Newfie style (in local
dialect), etc., or they can stick more closely 10 the novel. Facilitators should illustrate by
doing a segment of a scene themselves. Hamming it up may put students at ease and add
to the desired relaxed aunosphere. For example, thrtt people will use combined rok pl;ly
wilh keyword mnemonics to do Ihe following skit:
Mijanou et Nicolas s'eMuyent. Us demandent' Mammie s'ils pcuvent
fouiller dans Ie grenier. Finalement, ils trouvent les portraics elle jounul.
et se font un pacte (pp. 1-30).
Vocabulaire: (a) Quel temps mocbe! (b) iberlue (c) malice (d) fouiller
Students use the four language skills ofspeaking, listening, reading, and writing, as they
communicate and plan, decipher word meaning from the novel context, dictionaries, and
each other, and jot down notes on how to proceed in their skit before finaHy perfonning.
An advantage of role play, as with improvisalion and mime, is thai it allows FI
students to practise paralinguistic communication (Gaudan, 1993). This depends on the
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facilitator knowing the correct gesture in French and students being taught the gesture
Simulations differ from role play in that the swdent remains the same while reacting to a
dramatic siwation. However simulations are often part of role play, and vice versa, so the
distinction is not imponant. In addition, role play can be a usefulleaming strategy for it
often requires the participants 10 engage in elaborative intelTogation (Seifen. 1993; Elder
1993). Before swdents asswne a role, they should answer the following elaborative
questions _Qui? Quoi? Comment? Pourquoi? Oli? and Quand? This should lead to
enhanced learning and performance. In addition, role play offers many occasions to ~~Tit~
(Carc et aI., (992). Swdems can discuss and write their answers to elaborative-type
questions before engaging in role play. or they may Tole play and then wTile ajoumal
article about their experience, or opinions and ideas generated. Swdents can write texts
which they can then act out in role play, such as newspaper articles, poems, letters. fables.
and criliques. The "Activilcs post-lecture;' outlined in the Enfants de fa rebellion guide
(Appendix B), provide many dramatic role play opportunities, all involving meticulous
preparation and following the writing process, especially the following activities:
2. Faites semblant d'etre Rosalie ou Julien Cadet. Expliquez quelques
evencments imponanlS des demiers mois. (1-2 personnes)
5. Ecrivez une scene theatrale basee sur deux ou trois chapitres tires du
roman et faites la performance devant la c1asse. (2-5 personnes)
7. Montez un spectacle de marionnettes base sur une partie de l'histoire qui
contient beaucoup de suspense. (2-5 personnes)
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8. Ecrivez2-3 articles de journal, du meme stlyle que I'auteur. 10 a 30 a'lS
apres Ie 21 mai 1939, corrone si VOllS etiez Rosalie Cadet, et en vous
tenant compte des revelations de la conclusion. (1 personnes)
9. VallS etes journa1iste pour ole Oaboteur'. Ecrivez une critique
lineraire sur Enfants de 01 rebellion. ([ personnel
13. Jouez Ie role d'isidore ou de Franl;ois. Expliquez comment vous avez
cortise Rosalie, pourquoi elle vous a rejete, et ce qui est devenu vOlre vie
lors de cene rejection. (1·2 personnes)
18. Faites une biographie de louis-Joseph Papineau e1l0u de William
Lyon Mackenzie. Faites semblant d'etre une de ces personnes et racontez
votfe vie. (1-2 personnes)
Other than the wrinen "redaction" of each project, thrt'e hundred and fifty to five hundred
words for each student, students must each do a 3-5 minute presentation to the class, The
presentation is not simply reading the proj«:t out, but presenting dramatically and
communicatively. At least two 3 - 5 minute speeches are required per year according to
the Fram;ais 7·8·9 Arts langagiers: Programme d'etudes, Interim. Language arlS
Curriculum Guide. (Newfoundland and Labrador, 1995, p. 66). As well, this activity,
along with journal articles, satisfies the annual minimum of producing at least 6 pieces of
writing ranging from two hundred to three hundred and fifty words. In role play, such as
the activities outlined above, students actively use all four language skills (reading,
writing, listening, speaking), which should lead to improved French language
competence, learning of history, and most objectives outlined in the Enfants de 10
rebellion guide.
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Benais (1995) suggests an excellent role play 3Ctivily th3t fits wonderfull~' with
the joinl language and historical objectives of the En/oms de 10 rehrllion guide. She
outlines how to have the Dial of a character in a laIe. novel. etc. (Appendix C). This
activity has several advantages. Not only to students plan everything themselves. thereby
developing language and social skills, they must learn abom the government system. and
then apply this knowledge. They would need to research and play the following roles:
jug/!, les en'ceats de la defense, les aVQeals de fa CJ)uronne, les temoins oelliaires, les
lemoins de moraUle, I 'accuse, les reporrellrs de fa lile, les jOllmalistes. Various
activities, depending 00 roles, involve the primary task ofchoosiog roles. preparing cas.::s.
the dialogue of the judge. witness dialogues. and initial and final arguments. In the
En/ants de fa rebellion guide. SlUdents will aJso be required to prepare a wrinen play
using the writing process. with each student writing about three hundred and fifty to fi\'e
hundred words. Students have ample time to prepare whichever past-reading activity they
choose on En/arus de (a rebellion. approximately seven periods. or as needed, meaning a
ten to fourtccn day time limit. including outSide class prepantion and Yleek-ends. Benais
suggests that one period can be devoted to preparation of the trial, including researching.
However, my students will n~d about three periods for re$Carch and writing the first
draft, since major evaluations will be both oral and wrinen.
The role play trial itself should take about 40 minutes, Another twenty minutes
can be alloned for the jury 10 deliberate. If facilitators should wish to cut this part dO\\T1,
31
they can simply have one studenl give a verdicl rather lhan have a ddiberalion. In the
En/ams de la ribdlion guide, this will probably be the case. f want 10 expose students to
other posl-reading activities that have valuable lessons. such as on conflict, stereotyping.
expressive poetry writing, a marionette show. comparative analysis with another novel.
elc. Given that a [)'pical grade nine FI class has aboUI twenty' five students, experience
would have me limit the group to eight 10 [\~l::lve participants. rather than almost the
enlire group. Some will be more interested in other at:livities, and larger groups ma~'
make the cooperative planning tOO complicated at this point. I would divide this at:livity
into two components· the defence and the prosecution. The proset:ution and defer:ce
....'Quld work independently, just as they would in a real life trial situation. l1Ie whole role
play scenario could be video laped and replayed for self-evaluation. A listening exerci~
oould be incorporated, such as a "TrueJFalse" questionnaire or a cloze passage. An
iMC'vative idea might be to invite a former Freoch student of mine. a federalt:ourtjudge.
to preside. since he is very enamoured ofFrent:h and loves to communicate. Also. the
class oould take a field trip and tour an acrual court room wim a French speaking guide or
judge.
The at:tual role play need not correspond perfectly to the wrinen play in linguistic
fonn. Students may spontaneously modify language when performing. as occurs in all
authentit: communication. Moreover, rolc play permits students to exercise fonnal oral
French, whereas in the nonnal run of the day, they usually usc "tu" in more casual oral
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communication. New idiomatic expressions and vocabulary could also be acth·ely
practised. The practising of"vous" could very well strengthen their oral proficiency.
They will conduct all activities, reading, ....Titing, speaking, and listening, in French.
StudentS' productive sl.ills, grammatical and sociolinguistic competence, can impro\·e.
StudentS can be very creative about language, coswme and prop design. The enjoyment
of the activity should lead to increased intrinsic motivation.
Elder (1993) claims that role play helps students negotiate, participate in an
informal conversation, respond to a request for information, and express themselves in
various lifelike situations, such as when one is confused or finds something unjust. This
correlates to the Franfois i· 8·9, Arts langagiers: Progrom d'etud~s. Interim. Ltmguag.:
Arts: Curriculum Guide (p. 78. 1995). in which the four types of discourse are outlined.
In grade 9, 40% of the curriculum should be for discours poitiqu~udique. 15% for
informalif. 30-10 for expreuif. and 15% for incilati/. Role play, improvisation. mim.:.
and dramatic communication, can all be used \\ithin this context. as they are in the
Enfants de la riMllion guide. The infusion of drama techniques into FI proves
Omaggio's (1986) propositions that language can be used in a variety of contexts to
express one's meaning, interactively communicate, facilitate authentic language usage,
'The intermediate FI language arts interim guide will probably be revised and published
in JWle - July, 1997, so that there will not be specific percentages for each ·'discours". Instead,
·'The program emphasizes a balanced exphasis on the types of'discoun' in student oral and
"Tinen expression" "ill more likely be: the finalized statement,
cover a wide range of language functions, and become more linguistically .;!ccurate
Indeed, drama techniques need not be limited to the English stream or French language
arts. History, science, religion, health, and other F! subjects can also greatly benefit.
Dramatic communication in FI can contribute to new and improved strategies within the
communicative framework.
CHAPTER 3
COMBINING JOURNAL USE WITH HUMAJ'l LEARNING STRATEGIES [N THE
INTERNlEDlATE EFT PROGRAM
Journals have long been a required part of the English intermediate program
(English: The Infermediate School Teacher's Guide, 1986, pp. 15- I7). However, the
transition of journals to intennediate FI, including subjects other than French language
arts i.e. social studies, science, and health, has been stagnant. I am acquainted with many
FI facilitators across Newfoundland and Labrador, and I have yet to encounter a
colleague who uses journals in the intennediate school. Although the new Frall~ais 7 - 8
_9, Ans fangagiers: Program d'eludes. Interim; J995 mentions journal use as a medium
in second language acquisition for developing the four language skills (reading, \\Titing.
listening, speaking), journals are not discussed in any depth. Nor are journals mandated.
or as widely used, in FT curriculum or evaluation procedures, to the same extent as they
are in English. This leaves F1joumal implementation in a predicament. IfF! educators
have nOI been exposed to the English language ans curriculum, as is mostly the case
given that many fI facilitators are French specialists in their schools, they will probably
be in the dark regarding the applications and values ofjournals. Thus, they 'NiH likely be
reluctant or unprepared to implement journals into Fllanguage arts, or any other FI
course, especially iflhey must rely on hearsay from English sueam colleagues who may
discountjoumals, not fully cognizant of their pedagogical possibilities. Despite the
widespread deficiency ofjournals in the intennediale FI programs in Ne\\foundland and
Labrador, advantages of incorporating them into FI curricula are manifold. Funh.:nnore.
h.istory is somelimes rated by Fl students as the least inleresting subject in school
(Shemilt, 1987). The response journal I propose should build more enjoyment and
mOlivation for students. coupled with metacognitive and cognitive strategies to enhance
learning.
Metaeognition. a term coined by Havell (1976), means knowledge and awaJ"encss
of one's own cognilive processes and the ability 10 actively manipulate these processes
(McCrindle & Christensen. 1995). MeUlCOgnilive strategy knowledge cGnSlilUtes
knowledge necessary 10 do a wk, whereas a cognitive slrategy is an activity lhat helps an
individual artain a cognitive goal. Metacognitive sU"alegies help in the selection,
monitoring and control of cognitive strategies. Cognitive suategies include rehearsal.
organization, keyword mnemonics. elaborative interrogation, imagery, summarizing,
analogies, and concept mapping. Winrock (1989) discusses metacognilion "ithin a model
ofgenerative reading comprehensi.)n thai includes four major components. Firstly, the
reader's genera/ion of relations be~n the parts of the lext and between the text and
experience or knowledge occun. Secondly. these active rl!latioftS involve mOlivation. or a
willingness to put effort into reading and to attribute success and failure 10 this effon, and
not to personal incompetencies or external factors. Thirdly. auenlion should be generated
to per1inent texIS. related slored knowledge and experience. Founhly, memory.
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comprising misconceplions, melacognilions. experience, and abstract knowledge.
completes the model. A learner must actively constrUct meaning in order to comprehend.
Wittrock (1989) discusses learning as an aClive cognitive process and clarifies that
comprehension is integral 10 reading. Comprehension involves neural systems generating
signals, suategies and plans that interact with one another and mcmory to create meaning.
Learners comprehend through experience and their complex interpretations and
organizalion of e:<periences. Learners use such elements as ideas, plans, strategies. and
goals, and actively learn Wough anending, selecting, and constrUcting meaning and
knowledge from stimuli and experience. Good readers comprehend by coostnlcting
relations between the parts ofa given text and between the te.'tt and what they know,
believe, and experience.
Weinstein and Mayer (1986) suggest that leaming occurs when the learner uses
leaming strategies and that eduealOrs can teach learners how and when to engage in
learning. They portray elements in the teaching-learning dynamics thai enhance learnin£..
of which comprehension is cenual, such as basic and complt.'t rehearsal, elaboration.
organization, moniloring, affective and motivational Strategies. Weinstein and Mayet
(1986) also consider an encoding process involving selection and acquisition (how much
is leamed) and constnlction and integration. or what is learned and how it is organized.
This is similar to Winrock's (1989) attending, storing, organizing and elaborating.
Therefore, Weinstein and Mayer (1986) discuss selection, acquisilion,
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consuucllon. and integration while Winroc:k (1989) addresses generalion. mOthl1tion.
attention. and memory. Both theories involve noticing infonnation. intcgr;uing it with old
knowledge and experiences, making consequent adjusunents, with the newly learned
knowledge and changed perspective becoming part of the person's long term memory and
current perspective in an inlernalization process. Students adjust their schema and
perspective (GoelZ el al .• 1983) as they learn. The Eft response journal ( ~ommend
embraces these concepts.
Berger's (1996) student reader response journal. integrates ideas similar to those
ofWinrock (1989) and Weinstein and Mayer (1986). Her categories of noticing.
questioning, feeling. and relating in particular, encourage students to engage in an actin:
cognitive process:
a) No/icing: examples: Do you notice any changes in the protagonist? Do you notice any
repeating panems? Do you nOlice any significance in the titles of the chapters you haH:
read?
b) Questioning: examples: Do you question any decisions a charaCler has made? Do you
question whether the author realistically presented a certain character or situation? 00
you question whether an event in the author's life may be reflected in the novel?
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t) F~~Ii"g: examples: Does any pan of the book make you. feel scared. happy. cunous. or
frustrated? Which part and why? Have your feelings changed toward a tena!n character?
Why?
d) R~/aling; el(amples: Does something in the book remind you of anything from your
own experience. a movie, television program. song. or another book? Discuss this
relationship
She asks students to lalk about one or more of the following points after ev~ry tWO
chapters. She collects and responds to the journals from time to lime and gi\'es clear
directions as (0 expttlluions and due dates. B~er's sludents became more comfonabk.
confident, and competent in meeting the challenge of uncovering the meaning in oo\'e!s
since using her guidelines. However. as already stated, cognitive strategies will be
assimilated with conceplS of Berger's student response journal (1996).
One of the reasons why journals have not become more widespread in FI ma~' be
due to faulcy implementation by leachers in the English slream. and the ensuing bad
reputation they receive. Literarure journals. if implemenled in a fonnalistic. structured
way with an onus on evaluation and linle interaction between peers and the facilitator.
may cause students to become disenchanted, bored, and write short answers that sho\\
linle comprehension. Students will often "'rite plot sununaries as opposed to showing
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true understanding. On the aliter hand. reader response journals can help students become
more involved with literature and histol")'. fostering greater understanding and enjoyment.
FI teenage readers occd to Vlrite about what lite)' notice. question. feel. and ~Iale to (de 1.1
Luz Reyes, 1991; Berger. 1996) in a more transactional environment.
In order for success to be achieved using the EFI responsejownal. cooper.ui\·e
learning and discipline are a must in history class (Alben, 1989; Kagan. 1992). Educators
must be facilitalOrs as opposed to traditionalists who lecture incessantly (Richards &
Rodjers. 1986). Facilitators foster communication in the classroom between students and
the activilies undertaken. They are also monitors and active participants within the
leaming groups, as well as resources. organizers, and learners themselves, ready to adapt
and promote a positive leamina environment as required. Students actively panicipate in
group work and help each other learn. Indeed. by allo"ing students to regularly work in
groups and use French in a variety of ways. meaningful communication becomes the
focus in the classroom. Students can build upon their language acquisition in
multidimensional eonteXtS (LeBlanc. 1990).
Integrating cooperative group wotk, Berger's (1996) noricing. quesrioning.
feeling. and relaring with learning theories (Wittrock, 1989; Weinstein and Mayer; 1986).
and a number of learning strategies (keyword mnemonics. elaborative interrogation.
imagery, summarizing. analogies. and concept mapping) results in the conception ofa
second language journal. The title, an acronym and keyword mnemonic device that will
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be taught to students in simplified lerms. relales the g031s of the second language:
A-Autonomy, Learning &: Automaticity: improvement in second language grammar.
spelling, senlem:e stnlCture, vocabulary development, writing fluency, and sense of
audience and voice (Atwell. 19&4; Calkins, 1986; Graves, 1985; de la Luz Reyes. 1991)
"The entwK:c:d noticing, negotiation, and scaffolding should eventually lead 10 increased
knowledge in the: declarative memory being uansferrc:d to procedural memory. where: it
bc:eomes automatic. and may also generalize to ora! !\1\d aural skills. AUIOffiOllicil)'
(Gatbonlon & Segalowitz, (988) entails the ability to understand and express oneself
withoU( hesitalion, and is a measure of high fluency in second language.
H-History. enhanced leaming of historical events and facts, coupled with bener insighl
into chanlcter. plot, objectivity md subjectivity, chronology, univcrsal themes and
lessons.
E. Ex~rienu: students will respond emotionally, physically, socially, and
intellectually to journal questions (HuJlen & Lentz. 1991; Kagan, 1992) in a
communicative, cooperative contexl emphasizing individual accountability. They will
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relate new knowledg~ to knowledge they alread~' possess (experience). and COnsUUCl Zlld
produce new meanings (Weinstein and Mayer. 1986; Wittrock.. 1989).
M -Meucognition: according to McCrindle &: Christensen (1995). joumal use coupl.:d
with meucognitive and cognitive strategies leads to more sophisticated conceptions of
leaming. greater awareness of cognitive strategies, construction of more complex. related
and integrated knowledge Sll'Uctures, and bener academic perfonnance. Students will
improve their own organization, monitoring. personal cognition and Ieaming.
The resul1ing "AHEM Paradigm" may be accomplished by a student via
cooperative learning techniques. such as the popular dyads, triads. and jig sawing, and the
less known nYPA. Paired Panners. Think Aloud, Fotttd-ResponseIWraparound. and
Total Group Response (Fogarty, 1990). which serve as pre-writing and peer «Iiting
SU3tegies.
Tllrn To YOllr PorIMrond.. (lTYP.-f) does a\Oo'3Y wim the passive. lecture
method and is much more interactive. In Fl. students would tum to each other and
explore personal observations about me topic. Because of partner expecutions. there is
added motivation to contribule. Simply by articulating their ideas to each other, students
seem to learn bener. and they will be using French. thereby improving their second
language.
Paired Parmers: Think Aloud has one student becoming the problem solver and
Ute other being the manilor. The problem solver verbalizes solutions to the problem and
the monilor adds to the self-talk of the problem solver with peninent questions. such as.
""Does thaI make sense'?", "Is there another solution?", etc. This cooperative learning
strategy, employing self-talk and monitoring, illduces the language learners to find
solutions to a problem in a subject such as social studies or science, using French. Self-
tall.: can lead 10 improved cognitive funclioning or reasoning (Seifert & Wheeler. 199~0.
in addition to the language and knowledge gains.
Dyads: ThinkJPairlShare is another useful cooperative strategy for Fl students.
After the facilitator poses the question, students spend 10 seconds in silence. Then they
pair \\i!h another student arK! share their ideas. This challenge of expressing oneself
clearly to another in French should lead 10 increased communicalive competence
(Archibald & Libben, 1990, pp. 91-111). Not only Utal. !he initial rellection before
sharing, coupled with the internalized cognitive adjustment as students get feedback and
ideas from anolher, causes Sludents to engage in a generative process ofcomprc:hension.
Once students have comprehensible input (Krashen, 1981), they have integrated new
information into existing cognitive schema. made adjustments to these schema. and
actively learned (Winrocl.:, 1990), as befits communicative language learning in a second
languagecontexl.
Triads: Observer Feedback involves groups of three, with standard pair work and
the addition ofan observer. The impanial observer, who is not a member afthe group.
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has the metaeognitive wI: of observing exchanges belween the pair and pro\'idiny
feedback. For e.umple, the observer might record queslions which are "minces" or
"grosses.~ meaning queslions that require monosyllabic answers such as -Qui:' -Non:
"PeUl-etre," as opposed 10 questions thaI generale more cognition and the search for
meaning, such as ~Commenlest-ce que Martin peut etre considere comme un heros
quand il s'enfuil de chez lui? Les heros, its fonl face a leun problemes, non?" This
interaclive relationship between members of the triad promotes the need for
communication and comprehensible input/output in French,
Forced-Respol'lse: Wraparound may be initially begun as a journal enlry. For
example, a question in grade 9 EFllying in with the French language arts curriculum.
mighl be ""Qu'esl-ce que la vie?" Students are given a moment 10 reflecl. then the~' \\"Til~
!he queslion in their journal. Afterward, Sludents respond in lurn around the classroom.
and the initial ideas take on new dimensions. Sludents can pass if they want 10. but are
encouraged to usc this option judiciously. This design effeclively monioors student
reactions, generates fresh ideas and perspectives, and students often cOnslruCI rich
Total Group RrspolUe is a wonderful activilY for adolescent students. Sludents
are asked to indicate their agreement or disagreement via an imaginary or tape drawn
graph. They physically stand on the graph in the area that corresponds to their opinion
Students are encouraged to rethink. modifY. and give feedback regarding their opinions
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They can switch places on the graph as the activily prog~ NOI only docs this
activily provide physicaJ activily that is often nceded for adolescenl (and adult) le:amcrs.
students can become mOle mctaeognitivcly conscious ofthe:ir 0....'11 decision-making
process, negotiate meaning and even form as they prepare written repons.
The combination rcsponscl1iler.uyflearning journal may work for any type of
ficlion or non-fiction, aldlough in this case, En/ants de la rtbellion will be the primar,.·
SOUKe. The facilitalor would normally collect jownals after about every tWO or three
entries. Students would have to do an entry after every 2 chapters, with some choice.
Cooperative learning lechniques would be coupled with the following
melacognitive:lcognitive learning strategies: keyword mnemonics, claborati\'e
interrogation, imagery, summarizing and analogies, concept mapping, Berger's model
(1996), and self-instruction.
Keyword mnemooics (memory-enhancing) enables us 10 associate two or more
things together in ortier 10 remember them (Levin. Shriberg, &:. Beny, 1983). For
example, cognates similar in English and French may enable a lcamet to remember a new
French vocabulary word, such as in dle example ~Ie gouvcmement W meaning go\"Cmment.
or the French verb ws'emprcsser", meaning to hllIT)' oneself, by thinking of being
"pressed" for time in English. Likewise. German words may be rct:alled using keyword
mnemonics. For example, "Oulen tag!", or "Hello/Good day!", mighl be recalled by
picturing a group of children greeting one another and then playing tag on a bright, sunny
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day. Thus, the dual elements of the greeting (Hello!/Good day!). are enhanced along with
the added connection to the "Tag" part of the phrase, meaning "day".
Technical and scientific words, people and their accomplishments, and places may
also be remembered due to keyword mnemonics. In one study, a passage told students
about Charlene McKune, famous for owning a counting cat (Levin, Shriberg, & Berry,
1983). Students were given the keyword "racoon" for the surname "McKune". Then a
picture was shown of a cat counting raccoons jumping over a fence. Students tended 10
remember the person and the accomplishment bener using this strategy. This straleg)·
may be particularly valuable to my EFr social studies students in grade nine, for problems
encountered are often not so much of comprehension but rather memory of specific
factual concepts. Students could learn peculiar vocabulary by first thinking of a word in
English or French thaI is similar, then picturing the actual thing. For example. Day 4 in
the guide on Enfants de 1o rebellion. contains a task with about thirty vocabulary hems.
The activity is to use keyword mnemonics with a jigsaw activity, in order to learn this
new vocabulary. The facilitator could use this activity, or a similar one, as ajoumal entry.
Students could use their five vocabulary items as their entty. For example, the students
who had "Lisee I: Queltempsmoche! (p. II), menu (e) (p. 12), malice (p. 12), eberlue (e)
(p. 12), fouiller (p. 13)" would write keyword mnemonics and illustrations in their
jownal. For the expression "Quel temps moche!", they might picture and draw an Eskimo
in a dog sled race during lousy ....-cather, screaming "Moche! Moche!" which resembles
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"mush. They therefore make the conne<:tion that "moche" means "mauvais", "bad". or
"ugly",
Elaborative interrogation may be useful in helping students remember facts
contained in prose passages (Seifert. 1993). As Wittrock (1989) suggested. students need
to engage in generative cognition and build relationships between new ideas and prior
knowledge. Why (Who, what when, where, why and how?) type questions may aid in
accomplishing this goal. Especially in paragraphs that ha~'e a main idea supported with
details, this strategy may be very useful for remembering faci
In a study called "The effects of elaborative interrogation with prose passages"
(Seifert. 1993). students in the elaborative interrogation group had more success learning
facts than those who only underlined main ideas. Many facilitators and students use this
strategy for basic reading comprehension and retention. and students can be taught to use
it, as with the other strategies. Elaborative interrogation has practical applications in both
language ans and social studies class for it appears to help students focus on specific
texrual details, thereby engaging them in a generative process of comprehension. In a
novel such as En/ams de la rebellion, students might be asked to complete a journal entry
on an event or person, such as Papineau. or "ia bataille a Saint-Denis", using Why type
questions. The paragraph could take the form of a short biography when dealing with a
historical person. As a journal entry on Ch. 3-4, students could employ elaborative
interrogation on one of the following historical figures, (a) Patriote Louis Marcoux (p.
41) or (b) Papineau et les 92 Resolutions (p. 52). They would have to apply the Why- type
questions (Who, what, when, where, why and how) in French: De qJli s'agit~il? Que fait-
il? Quand est-ce qu'ille fait? Oil esH:e qu'ille fail? Pourquoi Ie fait-il? Commem Ie fait·
il? Students could choose between events using elaborative interrogation, such as (a)
Discutez de la bataille.li. Saint -Denis au de celle de Saint~Eustaeheen repondant aux
questions suivanles: Qui y a participe et qui a gagne? Que s'est-il passe? Quand est-ce
que la bataille a eu lieu? Oil est-{;e qU'eUe a eu lieu? POllrquoi est-ce qu'elle a eu lieu?
Comment les deux ccMs se sont-ils defendus? This could be a journal entry for chapters
7-8.
Imagery is also a valuable cognitive strategy that may be used in journal entries.
According to Seifen and Lake (1992) and Pressley (1976), leamers may benefit from
imagery training and instruction. When students are e:>.:posed to passages and asked to use
imagery, or associations with taste, smell, touch, hearing, and visual representations. they
often retain information bener. ror e:>.:ample, in one instance students were directed 10
create a mental picture ofa hungry man gening into a car(Seifen and Lake, 1992).
Compared to a control group, they remembered the sentence betler. There may be
interference, of course, from Sludent misconceptions or lack of experience. such as in
asking students to remember animal facts by picturing animals they are unfamiliar ....;th.
Therefore, the facilitator must try to monitor this, in addition 10 student self-monitoring.
In the En/ants de fa rebellion guide, students may be asked to listen while the
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facilitator or peer in a cooperative learning group reads an especially poignant passage
from the novel. Students may even close their eyes, or put their head on the desk, ""itile
music that is complemenwy to the mood is played. From chapters 5 - 6 for e:tample.
pages seventy-one, seventy-seven. cighly-eight, or ninely·scven could be used for
powerful visual imagery, followed by a journal ilIustralion, and a caption wilh the page
number indicated. Founeen to fifteen year old students often like to have their an work
displayed, so the resulting pictures could be pinned to somewhere prominent in the
classroom, such as a bulletin board, so that olhers can admire. This may also reinforce
learning and aid in motivation.
Students may use the str.ttegies of summarizing and analogies 10 increase their
leaming, particularly \vhen they apply their new knowledge to previous e:..perience
(Wittrock & Alesandrini, 1990). This seems to suppa" Wittrock's model of generati\·e
learning. For example, the generation of summaries and headings for paragraphs of a
narrative le:\t by sixth graders increased reading comprehension and retention by lOOO/e,
compared to a control group. Likewise. an RCtivily I find useful in leaching junior high
school novels in French and English, is having students create lides for chapters and
explaining why, which also weds ilSelf to elaborative interrogation. Analogies between
texts and learners' experiences also improve retention and comprehension (Vosniadou &
Schommer, 1988). Research comparing comprehension and memory of information.
teaChing adults using analogy-based models, and children to control groups supports this.
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Bothjownals ill &. 2 in the En/oms dt la ribdlion guide make use of summarizing and
analogies:
JOURNAL NI: Recall and summarize me main concepts discussed in
French class today (historical fiction. dnuna. journal ....Titing. history,
goals, and evaluation in educalionllife. &. cooperative leaming). Writc Ihis
on me board or have ready on an overhead tranSparency. Bring pencil case
wilh an supplies (ruler, coloured leads. glue, scissors. etc.).
JOURNAL #2: (a) Decrivez la bataille commencee au Doric Club en \'ous
referanl au roman (pp. 89-90). au texte (p. 132). et aux nOles (Appendix
A).Qu'est-ce qui montre des ptiju8es contre les Fils de la Libcne scion Ie
conte rendu de Rosalie? (b) Faire une analogie similaire de votTe
experience personnelle. de la television, du cinema. de la linerature, ou
d'un groupe minoritaire qui demontrent ce genre d'injustice.
Analogies and summarizing can help learners acquire infonnalion from expository texts.
such as many of the journal anicles nanated by Rosalie Cadet in En/ants de fa rebelliOll.
Students apply the already known and familiar in a kind of mapping process (Vosni:adou
&.Schommer, 1988).
CODl~~pt mapping is Mother cognitive suategy that may be used extensively by
second language learners. Novak. Gowin and Johansen (1983) affinn thaI concept
mapping is a wonhwhile tool in facilitating meaningful learning. Learning is meaningful
when learners apply new concepts to already possessed knowledge and experience
(Wittrock, 1989). A simple concept map might be a time line for events in a story or
novel. or a simple map for a character sketch. Many concept maps may be used in the
""Titing process as a pre-wriling activity. but they have equal wonh as learning and
"
review strategies. For example. a simplistic concept map of a charactc:r in En/ants de ta







This particular concept map could be used after chapter 9 or die conclusion, or 35 a
bl'aiostorming activity for a more detailed character sketch such as die one on Day 14.
Task 2, Appendix B (Portrait physique ef mentol dr Rosalie). Anodier type of concept
map to be used at die end of a no\'C1 unit is a hierarchical pyramid (Pyramide d'histoin:.
Appendix B) widi blanks requiring specific ....."Ords dealing .....idi plot and character, that
may be used for a student book report form or as a tool for developing awareness of
conflicl, plol, suspense, elc. Bodi die Portrait physique et mental de Rosalie and die
Pyramide d'hi.sroire are included in the studenl journal.
Likewise, a concept map along the lines of the Vee map strategy diat could be
used as a journal entry is the fonnative work sheet entitled hLe Role des fcmmes dans
Enfants de la ribrllion" (Appendix B), with the categories of page number, rcfcrenccs,
connotations. and personal comments. Students are given this sheet during thc second day
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of me unit. and must reply to these calegories when indications:uisc concerning lhe role
of women in the novel. In groups, students verbalize their ideas. plans, ways of
organizing, etc. Then members present meir final prodUCIIO their group and "erba-liu
what they had learned. At dIe end of the unit, this work Sh«:l is included as a journal
entry and discussed with the whole class, as well. When quizzed in class. sludents should
retain the information better than using straignt forward \\Tinen content questions.
Concepl mapping can take many forms, including the Vee map strategy, and should be
useful in contributing to second language acquisilion.
Another example of using concept mapping as (pan 01) a journal entry in the
En/ants de la rrln/lion guide is as follows:
JOURNAL #4: Do a pre-\\Iriting activity, such as a web. on the following
journal questions tonight in your e:<ercisc book ·brouillons.· You will :llso
have a few minutes tomorrow to discuss il \\ith c1aumates and 35~)
minutes in the compuler lab to peer and self tdit. and prepare final copies
of all journal #1- 4 entries 10 dale. We must read chapter 8 Silently
lomonow. too. Be: sure 10 edil carefully ~Ie genrc,l'imparfaiL. Ie~
compose, elles homonymes.~Bring Ie Micro-Roberl and if!! Beschere/lt.
Use Frf!!nch Grommatik on WP if you want.
(a) Avet·vous ete eIOMe(e) iorsque Rosalie a tue ['habit rouge a la
page 106? Pourquoi ou pourquoi pas? Quel! indices precedents
(foreshadowing) ani peUI..etre prevu cet evl!nement? E:<pliquez-Ies.
(b) Y·a-t-il des circonstances dont quelqu'un a Ie droit de tuer quelqu'un
d'autre? Lesquelles?Que feriez-vous a la place de Rosalie?
This entry. in fact, combines a concept map with elaborative interrogation and Bergcr's
relating to personal experience and f~lings,which clearly reflects learning theory
"
(Weinstein &: Mayer, 1986; Winrock.. 1989) and SUpPOrts second lansuage acquisition
and learning ofhis!oriea1 conceprs.
Bergu's model (1996) can also be used 10 enhance learning as pan of the sludent
journal Berger's component on "Fuling" relales closely 10 the stnI.legy of analogies as
cognitive stnI.tegies. Berger asks her studenrs the following types of queSlions. which are
applicable to journal usc: in the second language classroom:
Does any part of the book make you feel scared, happy, curious, or
frustrated? Which part and why? Have your feelings changed toward a
certaincharacler?Why?
A similar example of "Ies senliments" or feelings as a basis for a journal enlry in Enfanls
de fa rebellion guide would bejoumal #3:
(a) Comment vous vous eles senti (e) aujourd'hlli pendanlles 3clivile de
role de jell? Vous en 3\'ez tirczde bans stnlimenrs inttrieurs 011 non?
Pourquoi au pourquoi pas? (8) En plus de votrc: riponse ecnte, expliquez
ces senlimcnts dans une strophe poC:tique ou i I'aide d'un dessin abSlrnit
de VOtre creation.
Pan (b), with irs possible "dessin absrrait" or abstr.lCt drav.ing, also prevails upon
imagery ttaining. Leaming stnI.tegies can easily be combined, and may be more
interesting and effective when you do so injoumal entries or other class activities.
Berger's "Noticing" can also be used for journal entries. Berger asks studenls if
they notice any changes in the protagonist, any repeating patterns, and any significance in
the titles of the chapters they have read. Injoumal/iS ("Portrait physique et mental de
Rosalie'1, studenrs have to complete a character sketch. The imroduction is already
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written in order to show students how 10 wriu: one well. Then they must notic~ chang~ in
the protagonist and plot throughout the novel in order to complete me ch:uacter sketch in
groups and effectively write paragraphs on Rosalie's main traits. This character sketch.
combining Berger's principles with cooperative leaming (self-instruction and peer
instruction), is counted as a journal enny. Several times throughoul the novel unit,
students arc asked to inlerpret chapter titles, too, which could help comprise the journal.
Mcuu:ognition lIInd sclf-instruction arc also valuable in creating an effeclive
seeond language journal. It is of paramount imponance to recognize that learners may be
Iaught to be more strategic, and hence to be bener learners. Brown and Palinc5aI, in their
article Klnducing strategic learning from texts by means of infanned, self-control
training" (in preparation), recognize the roles of prior knowledge and active, generali,·c
cognition in the learning process. However, one must also consider met<lcognilion.
learners' ability to understand the how and why of their cognitive processes. learners
may need to be implicitly taught which strategies to use, and why they should usc them.
since so-called ~pool"Cr lcamers~ may show linle generalization or uansfer of leaming
strategies. Throughout this guide on &fonts de fa ribdlion, leaming strategies arc: used.
It is up to the facilitator to explain these to the class, and why they arc beneficiaJ. For
example, Day 7 refers to Winrock's (1989) generative processes of comprehension and
the imponance of relating new knowledge to old. Do not underestimate students. When
you explain this thcory 10 them, they will understand. Facilitators should also verbally
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model the: thought processes involved;n choosing a leaming strategy regularly. For
example. facilitators mighl verbally model why they chose a concept map as a pre-wriling
activity, as opposed to elaborative interrogation. as the beginning Slep in a character map.
Students should be encouraged to verbalize their selection processes within their groups.
and to discuss their choices. This may lead to improved metacognitive abilities (Seifert &
Wheeler, 1994). a characteristic of successful leamers.
In fact. metacognilivc: instruction or training should enlail careful examination of
the: task. identification of strategies that could be useful. f~dback from the educator
about the use and result of using these strategies. and teaching the studenl to monitor
these strategies (Palincsar and Brown. 1987). For example. the facililator may model
questions and encourage students to do the same. When the question is answered. Ihe
educator models a new queslion based on a student's suggestion. prompting students 10 do
likewise. This sort of verbalization causes sludents to engage in other strategies. such as
swnmarizing and making analogies. Success is mnforced, through praise, for example.
and meEaCOgnitive strategies are modelled and learned. Another example could be
identifying elaborative interrogation (Seifert. 1993) as a useful tool in understanding
prose passages. Once a facilitator models these strategies out loud, students will certainly
start to do the same. Self-instruction is an especially useful technique for helping students
study more effectively for tests or exams. such as the test on En/ants de fa rebellion
(appendix C). Meta-cognitive self-instruction and modelling should be: consistently
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practised by facili13tors and studc:nl$ during the Enfams d~ 10 ri~lIion unit urllil they
become natural.
Studenl might use more than one snareg)' 10 comprehend the factual information
in journal entries. such as imagery (Pn::ssley, 1989) and elaborative interrogadon IOgether
(Seifert. 1993). Through not only visualizing the prose passage. but also asking questions
such as how and why, Students might actively moniior and panicipate in their proper
learning. Implicit facilitator feedback for so-called ~poorer· learners rna)' improve their
use ofSlrategies and learning (Palincsar and Brown, 1987). Ideal cognitive skills training
should involve skills, self-regulation. and awareness training, as well as facilitator
intervention as needed. Verbalization is an invaluable strategy in irselffor tcaching a
variery ofstra1egies. lasks, skills, etc. For example. by tr.lining students in the SQ3R
study method and actively verbalizing the various steps and giving e.'tamples in the
classroom, students tend to com~hend how to use this strateg)' beller themselves. They
may whisper aloud during review periods as the)' rephrase headings and sub-headings to
ask themselves and others questions, derive main ideas from paragraphs, journal enlries,
ele. Students may verbalize as they study the new keyv.·ord mnemonics in the En/an' de
10 rib~lIion guide. Thefich~s d'auto evaluation (Appendix C) for journal entries one and
six integrate cognitive self-instruction with cooperative learning and history goals ....ithin
the guide on En/oms de 10 rebellion. Self-evaluation sheets induce students to actively
monitor their own leaming and improve upon their learning slrategies, whether for
;6
journal entries or other activities.
Appendi." C contains an evaluation grid for facilitators entitled .Proferseur:
ivaluation dlljollrnal" The journal can be counted in both hiscory and French since
many of the second language goals in each overlap. Fifteen points are allotted for aCl\131
writtenjaumal entries that require analogies. summarizing, concept mapping, elaborati\"<:
interrogation, imagery, keyword mnemonics, noticing and feeling, and metacognitive
self-instruction. Five poinls, or a quarter of the cotal of twenty, are allotted for submiuing
all self·evalua!ion and group evaluation sheets from Appendix C. The cooperative
learning techniques furthercontribme to motivation and the development of autonomous
editing skills, also a metacognitive strategy.
Relating old knowledge co new knowledge, noticing, feeling, and employing
learning slrategies, may lead to improved French language skills (reading. \\Titing.
listening, speaking). Journals are an ideal medium to implemem these strategies. Using
cooperative strategies in a communicative context, the AHEMjoumal model may v..dl be
a useful tool for second language educators in subjects not confined to language arts or
history, such as religion, health, etc. The journal from the En/ants de 10 rebellion guide
would by itself satisfy, and surpass, requirements of the Franqais 7 - 8·9. Arts
langagiers: Programme d'erudes. In/erim. Language arts: Curriculum Guide.
(Newfoundland & Labrador, 1995, p. 67), whichslipulates a minimum of six pieces of
\\Tlting ranging from 200-350 words spread over a year. This novel guide is only for a
57
few weeks. bullhcjournal could be: conlinued throughout the lerm. Students normally
produce quality journal entries, since class time is a1loned for~ writing process and
editing. Facilitator ex~tations are made clear to everyone: andjoumals are regularly
collecled for prompl and consislent feedback. Students are pc:rmilled 10 redo articles that
need worlc.. Since Utis type: ofjournal is almost fail-safe, student motivation is enhanced.
contributing to improvements in self-esteem and in al1itude toward history and French
language ans. Students look al their completed journals. typed on computer, with
iilustration, pictures, and personal insight, with obvious pride. The facilitator must ~~Tite
appropriate comments, such as "I'm really proud of you", '"The sky's the limit!", ""'You
sure are clever!", "When you PUI your mind. to it. anything's possible?", .., sure am glad
you're my srudenl!". ele. These somewhat mawkish comments are huge motivators for
intennediate students.
In sunurwy,!hl: AHE.~ljoumalcontributcs 10 rnetacognilion and empowers
sludents. Students are recogniu(J and encouragl':d for doing qualily .....ork and showing
their learning in iMOvative, concrete ways in whio::h they can all be successful. Educators
should not be surprised ifsome of the so-called "wall-flowers", "lower-achievers", or
students ....ith "bc:haviOWllI problems" show depth, sensitivity, and creativity previously
untapped or overlooked. Journal use in French immersion, ....ith the impressive potential
learning bendits, requires further research.
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CHAPTER 4
A COMMUNICATIVE FRAMEWORK USING COOPERATIVE LEARJ\JrNG
Among the methodologies used to attain grade nine history goals in FI are those
in the English (pp. 94-95), French Immersion (pp. 239-240) and social studies (pp. I:D-
124) sections of the Program a/Studies (1995-96). Language elements should be taughl
within the context oflOpics and themes meaningful to students. Students should practise
autonomous and peer editing skills to produce correct written and oral French. A
communicative approach pennits students to acquire French as naturally as possible
through studying various subjects in school, such as history, in French (Krashen, 1984).
Children learn belter and become belter learners when engaged in a communicative
approach entailing cooperative learning groups (Ashby & Lee, 1987; Rottier & Ogan.
1991). The "Facilitator's Guide to En/ants de la rebellion' embraces a communicative
approach with an emphasis on cooperative learning.
French immersion facilitators vary greatly in their approaches to curricula (Neuen
& Spain, 1989; Netten & Planchat-Fergusoll, 1995). Some might take an analytic
approach to a history, while others might take a more thematic and holistic route. Some
facilitators might use a traditional lecture method 'With little class interaction, while others
may want to try more modem and effective methodologies involving historical fiction,
drama, and journal \\-Titing using cooperative learning. Cooperative leaming should lead
to a rela'\ed and positive classroom atmosphere that is crucial to helping all stud~ms
achieve, not just the so-called "h.igher achievers". Children who feel secure in their
relationship with their facilitators are often happier, while students who feel more
insecure with their facilitators are often anxious or depressed, thus affecting motivation
and achievemem (Connell & Wellborn. 1991). Within a classroom. some studenl.i. the so-
called '"higher achievers", may be given more opportunities to use French
communicatively than so-called '"lower achievers" (Brophy, 1983; Campbell & Simpson.
1992). Netten and Spain (1989) conclude that endeavours that promote active and
purposeful communication for as many students as possible are critical in Fl. HistOrical
fiction, drama, andjoumal implementation in EF1, grade nine history class, using
cooperative leaming, enhances communication. Increased student participation, fewer
negative self-fulfilling prophesies, improved French language skills. development of
autonomous editing skills, growth of cognitive and metacognitive strategies. and
increased motivation, are some possible benefits that may ensue. Facilitators in junior and
senior high lend to be specialized in a subject area and may therefore may be more
content oriented. However, the Enjants de fa rebellion guide should help a wide variety
ofstudents succeed and learn in new and valuable ways, not JUSt a select few. Students
will develop thinking, participation, map, temporal, research and language skills in a
thematic, exciting, interactive contcxt.
Coop.=:rative learning increases students' opportunities for interaction amongst
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themselves (long & Porter, 1985). In a more traditional FI cbssroom, instructional
strategies might include lecturing, quiet seat work, and mostly question/answer type
activities that are solely completed by srudents. This is more of a transmissional
classroom, rather than transactional ortransfonnational. There is limited interaction
between students, and between students and facilitator, This raises a fundamental
problem. One of the primary goals of FI is to develop language competence. Thus. FI
classrooms should be communicative and employ cooperative I~aming. The best way to
achieve second language linguistic competence is through communication. whereby
language is a means of creative expression (LeBlanc, R., 1990). With a traditional
leacher-centred classroom, this is largely inhibited. To learn French, one must actively
use the language (Richards & Rodgers, 1986). Since many F"l students have limited
exposure to the target language and culture outside the classroom, such as is the case in
Newfoundland and Labrador generally, it is important for students to communicate
creatively amongst themselves in French. The facilitator may be the best linguistic modd.
but in a typical FI class of twenty-five to thirty students during a fifty-six minute period.
one-.<>n-one conversation and feedback would be limited to only about two minutes per
student. By participating in facilitator prepared (but student-oriented) cooperative
learning activities, srudents can practise all their French language skills (reading, ....Titing.
listening, speaking) with much more frequency, and often less inhibition.
Coopetative learning increases opportunilies for srudenlS 10 negotiate meaning
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(Ford. E.• 1991). SlUdents get verbal and written feedback from other students regardir.g
content and language accuracy, rather than uniquely from the facilitator. Cooperali~·e
learning can conuibute 10 peer editing (Newfoundland &: Labrndor. Franfais "1 - 8 - 9.
Arts langagiers: Program d'f!wdes. lntuim: 1995). such as in joumal anicles. role pli'lY.
or the "'Activites de Post-Lecl~" in this project. Whether students are preparing a '·erOOI
or written activity, or a combination of both. peer editing can promote bener editing
skills, and consequently improved French language skills. Likewise, the writing process.
with its pre-writing activities such as brain stonning or webbing, then writing. editing.
second draft, editing, and publication, provides multiple opportunities for cooperi'lti~·e
learning and group inleraction. whether in groups of two or more. Students can negotiate
meaning when listening to their comrades speak,lhtough engaging in oral
communication themselves, and while reading and trying to edit wrinen material. This
negotiation of meaning plays a crucial role in second language leaming. Thus cooper.Jti\"<:
learning may also assume an analytical negotiation of fonn, ....ith students inspired to
produce more accurate and appropriate output in a manner that pennits them 10 draw
upon their own declarative and procedural knoWledge (Lyster., R., 1994).
fn second language instruction, emphasis should be on content over fonn
(LeBlanc, 1991). Students should not work on a skill in isolation, but rather in a context
of the themes and topics of the program. For example. on "Day 9", students work on their
knowledge of " Ie conditionnel" nOt in isolatior.. but in the context ofajoumal entry
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penaining to Rosalie in the novel (Journal #4:' ... Que feriez-vous.it sa placeT'). ~Iost
work is completed in groups, with input from peers and the facilitator. Writing skills are
developed in conjunction with oral, listening, and reading skills. Analytic teaching may
lead to an over-emphasis on grammar, reducing student spontaneity and motivation. Time
spent teaching grammatical concepts may be wasted. Instead, teaching in meaningful
situations is recommended, as the Enfants de ia rebeliion guide demonstrates. How~ver.
analYtic teaching may be fine ifin context, such as during the stages of the writing
process, when students have problems ina major sub-system G'ai passdn!ussi), patterns
unacceptable by native speakers (rai \'a pasfetre 15 aIlS, c:tre froid), common items suc~
as gender and articles, use of past tenses (passe compose/imparfait), and register
(tulvous). However, the focus of leaming activities must remain on authentic
communication as much as possible.
Cooperative learning also helps students panicipatc in real-world communicati\c
activities more so than if they were in a teac~er-cemred classroom (Long &. Poner. 1(85)
Cooperative learning activities are often more interesting and active than traditional.
teacher-centred classroomS. Many children, adolescents, and adults like to move around
and communicate, which may lead to increased intrinsic motivatior.• as opposed to sining
in a chair passively; the numerous drama activities in the "Facilitator's Guide to En/oms
de fa rebellion" account for this communication, intetaction, and motivation. Students
who are intrinsically learning motivated, as opposed to perfonnance goal oriented, arc
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often more: successful learners. Cooperative learning, tl<cause ofth~ interdependenc<: J.nd
personal accountability produced. may reduce performance goal orienl.3.tion and increas<:
preferable leaming goals (Dweck, 1986; Skinner & Belmont, (993). Thejigsaw method.
as demonstrated on "Day 4", is very popular and effective (Fogany, R, 1990). Aronson
(1978) found that the best group formation should comprise different ethnic and abilit)
groups within the class. Of course, ajudgement of ability, while it may be gained through
summative and formative measures, is nonetheless subjective. This type of grouping is
said to lead to greater ethnic empathy, and provides lower-achieving students with
feedback and positive role models from the so-called "higher achievers"
Fogany (1990) and Jollnson (1994) suggest several other cooperative learning
strategies that may promote Fl history knowledge, skills and socia-linguistic competence.
Johnson (1994) proposes a "Spider Diagram." a type of web, that would be ideal for:1
pre-I""'ting brain storming activity in Filanguage ans, social studies, science. health. or
religion. for e:<:arnple. This type of web, or concept map. as sho\\l1 on "Day 1O. Task =1.
Fiche 2" when a group is asked to do a cbaracter sketch of Rosalie from En/ants de fa
rebellion (Julien, 1991) in the form ofa spider web. It is cooperative for students gencrate
categories under a heading in small groups or on the blackboard, and gi\'e examples
under each category (Novak et al., 1983). Then they may develop their ideas all the while
using French. This sort of concept map, used in any FI program or course, promotes both
subject learning and French leaming. Johnson (1994) also discusses several grids, similar
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to those in Appendix C, that are useful for assessing group work. hom~work. oral
presentations. and recommends peer studying in preparation for tests or quiZ2es.
Although there are several cooperative leaming models. aU include certain
characteristics, including face to face student interaction, positive interdependence
between group members, and individual accountability for each member in the group.
Johnson's et al.'s (1988) models also incorporate social skills, such as good
communication skills, decision making, conflict management. and self~valu:ltions of
how well the group is working together and individually within the group. Rok:s afC
usually assigned, such as leader. secretary. observer. speok{!r, time ke{!per, and
encouroger. Checklists or anecdotal notes are used in fonnative observations to evaluate
and gauge panicipation, completion of homework, work and social skills. The
empowering of students in group work increases their individual accountabilit~, and
motivation to do their best (Ronier & Ogan, 1991). For example. if certain individuals
are supposed to be presenters or recorders, this increases the likelihood that these students
mil try their best, rather than if random instructions were given \vith no specific roles
assigned. Many second language researchers and educators claim that cooperative
learning may boost opportunities for second language acquisition (Ford, E., 1991).
Fogarty (1990) and Johnson (1994) suggest several cooperative learning strategies that
may promote French language competence. including the we[[~kno.....njigsaw method.
Tum To Your Partner And (TIYFA), Paired Partners: Think aloud, Total Group, Dyads.
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Triads, R~ponse, and spider diagrams (webs) using brainslorming. These tcchniques.
employed throughoul the guide and discussed in more detail in chapter three. actively
involve the four language skills (reading. writing, lislening. and speaking) and mal' ~
viewed as scaffolding. Cooperative strategies such as these:, which involve interactive
summarizing. thinking aloud, monitoring/observing, hints, and suggestions, can lead to
bener learning and linguistic competence.
In conclusion. cooperative learning, when used effectively by the Fr facilitator, is
of paramount benefit in aiding communication. Cooperative leaming helps focus on
meaning in functional sirualions within FI. The success of FI programs is rooted in lhe
implementation of a communicalive approach to language acquisition. while providing an
education that is comparable to the English Stream (Newfoundland and Labrador, RqJ<Jrt
ofrh~ Policy Advisory Commifl~f! on Fr~nch Progroms, 1986), and cooperative leaming
contains many of the qualities [0 achieve these goals. Students can intel"3ct and exchange
ideas, learning in an aclive manner. Students notice what in tr1I.ditional classes might be
overlooked, including fonn, facts. and ideas. upon which they can negotiate meaning, and
rebuild cognitive schema in accordance with contemporary research in learning
(Wittrock. (989). The active interaction inherent in cooperative learning should also
develop student cognizance ofleaming strategies as they actively practise them
(Weinstein & Mayer, 1986). which also improves their linguistic, social. and academic
learning. Facilitators need to move further away from traditional methods such as
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lecturing, explicit grammar iIlSU'Uction. and sil~t seat "·ort. Facilitators need to simplity
and focus instructional time, allowing StUdents to optimize !heir own linguistit and
learning strategies in the tantext ofcooperative learning and a communicative approach.
As lhis Enfants de fa ribel/ion guide is t:anied out, it v.rill be interesting to use
quantitative and qualitativcltritical methods to ascenain motivation and levels of
achievement. Using historical fiction, drama, andjoumals within a communicative.
cooperative learning environment, may be the ointment to impro\'e attitudes. motiv:llion.
and kaming in Fl for students and facilitatOrs. Using French in meaningful, interesting.
active. real contexts that promote tommunkative competence is the endorsement and
promise of historical fiction, drama and journal infusion in FI. and any other setond
language classroom. A high level of tammunicative competence can not be achieved in
any approath lacking in cooperative learning strategies.
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CHAPTER 5
F'ACILlTATOR'S GUIDE TO En/ants de fa ribellion
EVALUATION
Evalualion is both summative and formative, respecting objectives from this guide
on En/ants de fa rebellion (Julien, ! 991). According to Fram;ais 7-8-9. Arts langagiers
programme d'ewdes, in/erim, lAnguage ArIS: Curriculum Guide (Ne...1'"oundland &
Labrador, 1995-96, pp. 66-67, 72-73), items focusing on recall and comprehension ihould
comprise 50% of accessment. while the other 50% should comprise analysis, synthesis,
and evaluation items. Furthermore. 60% should be evaluated on meaning, and 40% on
knowledge oflanguage forms. However, in this guide, mostly used in EFI history class, I
intend to focus on meaning. using French in functional situations. and increasing student
motivation. Therefore, [ count 25% for language accuracy in journals, and 40"/0 for
language accuracy in final, major presentations of"Activites de post-lecture"
The journal contains a number of self-evaluation sheets, and questions designed to
hdghlen student expressiveness. Furthermore. the ....Titing process for journals will not be
followed as strictly as for the final assignment and presentation; therefore. 40% on
language accuracy is inappropriate. On the final assignment/presentation. students focus
more on editing grammar. vocabulary, style. structure, organization. and originality as
the)' proceed through the writing process, in addition to the creative components of \"oice.
oratory/dramatic skills. and questions to determine their mastery afthe subject. Please
consul! Appendix C for the -Professeur. grille d'c\'aluation: Enfoms de fa ribfdlin/J ' 3i\d
-Professeur: evaluation du journal" grids.
I. Several journal anicles combined with self-evaluation sheelS (Appendices B & C). Sec
Appendix C for journal evaluation sheet for facilitators and a list of joumal anicles.
2. Constant facilitator observations ofparticipalion using anecdotal nOtes, including
listening and group skills, and willingness to communicate in French (Appendix C ).
Language accuracy is not considered here but rather ifstudenlS llte making a bonifide
efforl to communicale in French.
3. Homework will be regularly checked. Language accuracy is not part of this e\·aluaeion.
in so far that homework demonstrates a reasonable example of studenlS' language and
history capabilities.
4. Post-reading activities will provide a major wrinen mark, as well as a 3-5 minute major
oral presentation by each student. In Appendix C, "Professeut: grille d'evalualion:
Enfants de ta rebellion", criteria #\-5 are used to give an oral mark, whereas only #2-3
are used to give a wrinen skills mark.
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Swnmative:
I, There will be a history test 3tlhc: end of the unil follo\\ing presentations of-Activites
de post-lecture" (Appendix C). Second language skills will not be evaluated in the leSllO
the extent that conlent and meaning are clear.
This unit exceeds many basic task requirements in the Franr;ois ;- - 8 -9. Arts
fangagiers: Programme d'citudes, Interim, Language Arts: Curriculum Guide
(Newfoundland & labrador, 1995-96. pp. 66-{i7). The grade 9 suggested yearly minimun
of two prepared speech.es (3-5 minutes each); alleast 2 in depth novel studies;
panicipation in at least 2 role plays. debates, oral repons, interviews; idenlifying themes
and supporting ideas from songs, fables, news, etc.; producing at least six pieces of
wriling from 225·350 words; and independently roding at least four novels. is wc::11
reflected in this guide.
Both French language artS and social stUdies ha\'e fi\'e periods each per SC\'en d",y
cycle. A period is equal 10 fifty-sill minutes. Sometimes N,IO to four da)"s may pass
without a social studies period. Since many goals are similar in French and social studies.
such as language goals, periods may be used from French occasionally, especially where
reading, journal writing and editing are invoked. The cUlTent evaluation scheme in French
language arts at MacDonald Drive Junior High is approximately as follows:
10
10% -listening (clIen.:ises and observation)
10"lo-oral
20% - test and quizzes, including three book repons
30% - writing folder/redaction (includes optional journal and \\Titing assignments
foJlowing writing process)
30%-finaltermexam
In social studies, the current marking scheme is;
10% - homework




\Vbile the test al the end of this unit should be counted onl~' for hislOry, at the
facilitator's discretion, evaluation in both history and French may be used in other
instances. For example, the journal and final presentation/assignment may be used as
projects in social studies, but the journal (or the "Pyramide d'histoire, Appendix B) may
also double as a book repon in French, and the final presentation/assignment as pan of
the ",,'riting folder in French. True/false and fill- in-me-blank. type exercises (Day 10. Task
I) may be used as quizzes in history, but also as listening exercises in French. Formative
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evaluations. such as SUts. role play. or fmal-activites de post·lectun:- may be used in
F~nch 10 provide oral marks.
Ponfolios may be used 10 facilitate grammar accuracy and acquisition and arc
maintained rhroughout the tenn. The ponfolio in the En/ants de /0 rebellion history unit
takes the following fonn: a binder containing exercise books for questions and answers.
one for rough copies, and a duotang with two dividers for the sections of"Joumal" and
"Redaction" (writing projects), Students also keep photocopies. quizzes, and the ftnaltest
in this binder. An envelope, containing a computer disk, is taped to lhe inside orm.:
binder. Students do all fin",1 copies of joum",1 articles and writing assignments on
computer. All students have a computer at home, and there arc abam thirty in the
resource centre. With this fonnat in a cooperative learning approach. sludents tend to
self-eorrect. help one another editing. and attention may be drawn to problem~ as
they occur naturally in meaningfulsilUalions in the class or in groups \\ilhin the class.
The facilitator may engage in some ell:plicil insuuclion and studenl attention may be
dra"'" to a cenain element al a time, such as the eonditionnel or genTe. Risk taking and
self-eorrection should be encountged at all times. This does nOI imply thai students
should be expected to produce accurate language at all times. It may take a while for the
language to become integral to active knowledge. or part of procedural memory
(Archibald & Ubben, 1990. p. j55). Students can review and evaluate their work in this
cohesive type ofporfolio. A sepl1l1lte but identical binder format v.;ll also be used in Fl
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language arts. All binder ponfolios are kept in the classroom. Students may remove a
eenain section. such as the "Questions et reponses" exercise book. when they have
homework.
This guide has activities that are both challenging and stimulating. and is intended
for a high achieving class. Like any curriculum material. adaptations may be needed for
different classes. It could be used in LFI. or francophone history classes with teena~ers
of \4-1 5 years old, although I specifically designed it for EFt. grade nine history. Some
facilitators may not accomplish all activities for a given day. The daily plans are not
wrinen in stone. Sometimes classes digress as a panicularly interesting topic is debatt:d.
for example. Last period on a Friday afternoon. a class may wish to concentrate uniquel~
on drama activities. This is not to be admonished. In fact. the major point of this project
is to enliven current. stringent teaching practises with drama, journals. historical fiction.
and any arising activities that enhance motivation and learning in history.
A video camera is a good pedagogical tool for taping improvisations. role play.
group panicipation, and the final presentations. It is valuable and enjoyable for
facilitators, students. friends. parents, and other school staff to wimess the feedback thac
tapes provide. Feedback may enhance student motivation, whether in French, history, or
another subject. Students can v,'atch the tapes during recess, dinner, or after school, for
example. if class time does not permit viewing. Tapes also provide occasions for marc
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objective listening, which may lead to noticing, negotiating, and scaffolding;. Students
may evaluate their own language skills and panicipation skills, or that of their peers.
Facilitators may also refer to tapes for evaluation purposes, such as determining an oral
mark during final presemations.
Facilitators are advised to remember that high expectations often resull in high
success levels_ Careful planning and a positive attitude arc: keys to success in this
"Facilitator's Guide to En/oms de 10 rebellion." According to Shemilt (1987. pp. -I2--IJ).
when questioned about history and its relevance, students often say they don't know,
they've never thought about it, facilitators tell them, or that all the information is \~Titlen
down and they find answers in the history book. Conversely, this unit will be an
enjoyable, interactive voyage of discovery, a catalyst for moral, social, emotional,
academic and intellectual gro\~th.
lScaffolding is defined as active interaction between skilled and unskilled learners (Boyle
& Peregoy, 1990; Tupos":y, 1989), or forms of support to help students bridge the gap bem'eeo
cuneot abilities and intended goals (Rosenshine & Meister, 1992).
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PROJECT OBJECTIVES
The following broad goals are identified in the Program ofSludies. 1995-1996.
pp. 94. 123-124,239·240), and provide a basis for specific objectives of each daily lesson
plan:
I. Provide students with a knowledge of geographic conditions. historical development.
and economic, social and political issues in order to assist them in understanding the
present and predicting the future.
2. Provide students with the opportunity to build a mature value system and reinforce the
desirable values of our society
3. Promote understanding and appreciation of world cultures.
4. Help students understand that individuals have differing values. attitudes. personalities.
and roles, but that as members of a group they share certain values. characteristics, and
goals.
S. Develop the following skills sequentially: thinking skins; social/group participation
skills; maps and globe skills; table, graph, and chart skills; temporal skills; research
and language skills.
6. Teach democratic processes and provide opportunities for students to develop the
necessary anirudes and skills for effective participation.
7;
7. Help students e:<pand and consolidate French language skills introduced in previous
grades.
8. Encourage improvement in oral and wrinen e:<pression.
9. Funher awareness of French Canadian culture.
10. Promote the creative use ofcOTTect oral and written French for effective
communication.
II. Integrate oral language development and literacy development and promote them in
all areas of the cumculum.
12. Through lilerature, deepen and extend students' awareness of the richness of life.
e:<pand their imagination, exercises their intellects, and mature their emotions.
The ·'Facilitator's Guide To En/ants de la rebellion" may be used as a module
illustrating how to make connections across the curriculum (e.g. grade nine social studies
and French language arts in French immersion), in order to complement the socio-eulturaJ
and linguistic components oftbese programs. As well, it may be used as a guide or an
approach to an in-depth study of the novel, En/ants de fa rebellion (Julien. 1991), which
is authorized in grade nine French immersion language ans. It may also serve as an
introductory module to establish the historical background and context for the prescribed
grade nine history program as elaborated in HiSlOire ge annee: guide pedagogique.
version preIiminaire (Newfoundland and Labrador, 1996).
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DAY 1
Tell students that the novel, En/oms de la rebellion (Julien, (991). will be mostly
used during: history classes, but that some French classes may also be used, depending on
time and convenience. Tell students about thejoumaI, vocabulary quizzes, a final test.
and final projects with oral presentations. There: will be lots of drama and cooperative
learning. The four language skills (reading, writing, listening, speaking,) will be
evaluated. Participation is very imponant to anain optimalleaming. Some formative
evaluations will also pertain to French (i.e. oral marks, final presentations), but the focus
will be on hislOry for the swnmative evaluation (i.e. the final test). Students should be
dynamically informed that the unit will be fun, educational, interactive. interesting and
creative, to peak their interest and motivation.
TlME: 56 minutes
OBJECTIVE: The purpose of this activity is to motivate students. and "de-learn" th<:m
that the facilitator is going to talk all period. Students will be provided with opponuniti<:~
to develop democratic processes and neeessary anitudes and skills for effective
participation (#6).
TASK: Students will pick a card as they enter the room. There will be six groups ofthn:c
to five students. Colour code lhe cards. The grouping is done by the facilitator previously
and will comprise students of varied ethnic groups, genders, and abilities to fosler cuJtu!:l1
empathy, peer helping, and social skills. The facilitator must explain to students the
importance of being polite and accepting each menber of the group. Students must be told
not to complain, but to give the dynamics ofthei! group their best effort. Future units, and
sometimes activities within this unit, will permit studems to choose their own groups.
The facilitator should also mention the imparlance of everyone being individually
accountable, and for the group to try and motivate each other. If there are any serious
problems, the facilitator may intervene.
Students will irrunediately proceed to their station and read the directions. There
will be assigned roles for each vninen on cue cards (recorder, leader, time keeper,
encourager, speaker). These roles will rotate to new group members as new activities
arise, to give everyone an equal opporrunity to participate and practise various skills. A
definition of each role will be ""litten on the back of each card. This is cooperative
learning: the "teacher" is present as facilitator, aiding the communication and learning of
students as they interact and participate in activities. It is extremely important that each
day's activities be carefully set up. At each station, students will have infonnation about
their topic. Students will have 17 minutes to prepare their presentation. Then they will
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give concise class presenl3tions. Remind the class of the imponance: of strictly observing
time limits. Bristol board and other supplies will be constantly available in an area of the
classroom.
GROUP t: Discutez de I'importance et des avantages de la fiction historique en
education. Donnez-en des exemples et ce que vous en avez retire.
GROUP 2: Discutez de I'importance et des avantages du theatre en education. Donnez
des exemples de pieces de theatre et des formes de theatre que vous connaissez et (out ce
que vous en avez retire.
GROUP 3: Qu'est-ce qu'unjournal? Quelles sones dejournauxconnaissez-vous?.-\
quoi <;a sert unjeumal?
GROUP 4: Explique CLASSE (Appendix B) i tout Ie monde dans vos propres paroks
en donnant des exemples.
GROUP 5; Nous semmes des Terre-Neuvien(ne)slCanadien(ne)s. Peurquoi devrait-on
ewdier Enfants de /0 rebellion,donc? DiscUlezde I'importance de I'histoire et du fran<;ais
dans la vie.
GROUP 6: Discutez de l'apprellIissage cooperative en y incluant les differents roles, les
avantages et les des3vantages, et 1es fiches d'auto-evaluation (Appendix C)
After 17 minutes, the speaker in each group will take a couple of minutes to
present hislher group topic to the class. Following all presentations, the facilitator will
discuss these concepts with the class and clarifY any points, such as dealing with
evaluation, goals for the unit, etc. Display the bristol boards prominently in the
classroom. Put CLASSE above the black board on 3 large pre-prepared computer
printoul or bristol board sheet. With the time left, students may start the journal entry in
groups. All journal entries should be done on computer, at home or in school.
HOMEWORK: Get a duotang with dividers 10 bring to class for this unit on Enfants de
/0 rebellion. Seclien I: Journal. Section 2: Redaction. Section 3: rapports de livre.
Students also need tv.'o exercise books (brouillons/Questions et reponses) and an
envelope with a computer disk (High density, 3.5 inches) for Wordperfect 5.1 & 6.1.
Bring pencil case wilh art supplies (ruler, coloured leads, glue, scissors, elc.).
JOURNAL #1: Recall and summarize the main concepts discussed today in history




TASKS 1#1-3 OBJECTIVE: 'Through literature, students will be provided with
opportunities to deepen and extend their awareness oflhe richness of lire, exercise their
intellect, and mature their emotions (#12).
TASK #1 (I l minutes): The lights are tumedoff. Project a coloured transparency of
En/ants de fa rebellion on the screen as students enter the classroom and sit in rows. This
transparency shows the front and back covers. Collect journals. Use anecdotal notes to
note that journals have been completed. Review concepts of last class via asking students
to read their first journal entry. The keyword mnemonics in CLASSE should be easy 10
remember. Use keyword mnemonics and visual imagery as necessary to remember all
concepts.
Discuss the cover page:, gening students to discover the publishing house. author,
illustrator, publishing date, place of publication, number of pages, etc. Incite students [0
share their thoughts on this illustration by Ronald Du Repos, What type of work are the
people doing? What are the possible conflicts? What are the people like? Are there
similarities with today? What are the time periods? How do you know? Discuss feelings
or emotions evoked by the various images and why the publisher chose to do this
Discuss the colours and their effects. Students should sIan to realize the power of visual
imagery and suggestion. and that the cover page is NOT. arbitrary.
TASK #2 (20-25 minutes)
Now that students have an idea of the train of thought, tell them [0 return to their
groups and discuss the back page, making brief notes and leaving a few lines each time.
Have a list of the following type of questions copied for each student (Appendix B)
Students may use their Micro Raben, edition de poche.
I. Pourquoi utilise-t-on Ie noir, Ie blanc, et Ie jaWle sur la couverture? Quelles en sont des
cOMotations? Quels drapeaLLx partagent ces couleurs? Discutez des arts graphiques sur la
couvenure.
2. Lisez la fenetre sur Ie dos du livre. Est-cUe ~informative, expressive, incitative ou
poetiquelludique"? Expliquez..




c) les titres des chapitres dans la Table des marieres (dennotations & connotations),
d) Dares et evenements, pp. 182-184.
4. Nous sommes Terre-neuvien(ne)slCanadien{ne)s, alors pourquoi etudier Ell/ants de fa
ribellion?
Discuss not only dennotations but connotations of words, too, such as Chapter I.
p. II, "La trouvaille", and Chapter 2, p. 21 "~Rosalie". Use the overh..:ad to
add ideas as brainstonning progresses. Situate Saint-Remy (p. II) on map in novel (p.72)
TASK #3 (15 minutes): students put books face down, return to rows. and listen carefully
as the facilitator reads chapter I, pp. 11-19. This is 10 foster French listening skills and to
draw student attention away from the written word, tOlVard global comprehension. and
imagery in their mind's eye. Tell students this. Why hide what you are trying to do?!
Students may even close their eyes if they want to. Before reading, you may get the class
to stretch and practise a breathing exercise. Be SUIe to vary your intonation. and to
circulate, to keep students focused. Be dramatic. You arc modelling the way you want
students to read. Reading is also entenainment.
The facilitator may take a few minutes to acquaint students y"ith Susanne Julien.
by discussing her biography (if available). Students can be placed in groups to read the
biography themselves followed by discussion.
With a few minutes left, tell students their homework, and ask them to stan
reading chapter 2 silently. Groups I & 3 may discuss what they will do for their mime in
hushed voices. Give the whole class the '"Role des femmes dans Enfants de fa rebellion"
work sheet (Appendix B), which helps them analyse societal attitudes toward women in
the past to the present. Tell them that they should fill in indications of this as we read
through and study the novel. Sometimes they will have time in class to complete the
sheet, but olher times they will have to do it by themselves in class or at home.
HOMEWORK: Groups I will mime chapter I for the class, group 3, chapter 2. All will
finish reading chapter 2 and fill out the sheet on women's role in society up to the end of
chapter 2. This must be ready first thing next period.
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TIME: 56 minutes
TASK #1 OBJECTIVE: Srudents \ViII be provided .",;th the opportunity to integrate oral
language development and literacy development (# II)
TASK #1 (10 minutes) Review yesterday's lesson. Have group I mime chapter I &
group J mime chapter 2, followed by class discussion and interpretations. Discuss "role
of women" sheet forch.I-2.
TASK #2 OBJECTlVE: Students will be encouraged to use and improve oral and
wri~en French (#8).
TASK #2 (25 minutes) Give students the following reading comprehension questions to
answer in \\Iritten form in their groups (so they practise oral French) on chapters 1-2
(Appendix B). Remind them to always define any literary terms or unusual words and to
put page numbers in brackets when giving proof. Hand OUI the "Glossaire de tennes
liueraire" (Appendix B):
I. a) ExpJiquez la mise en scene au chapitrc I et 2.
b) Que signifie lestittes deschapitres 1-2?
c) Situez Saint-Antoine sur-Ie-Richelieu (p. 22) sur la carte (p.72)( + Appendix A)
2. a) Mijanou et Nicholas, en quai sont-ils des adolescent typiques?
b) Y-a-t-il des differences ou des similitudes entre des freres et soeurs que VOllS
connaissez (ou les v!;jtres) par comparaison Ii Mijanou et Nicholas?
J. a) Qui sont Rosalie et Julien Cadet?
b) Corronent chacun est-il traite par son pere? Par sa mere?




b) Ja Chambre d'Assemblee
5. Aux pages 30-31, Mijanou et Nicholas debattent si on a Ie droit de lire Ie journal privc
de quelqu'un, Qu'en pensez-vous? Dans quelles circonstanees serait-ce acceptable ou
non?
HOMEWORK; Finish reading chapiters 3-4 (pp.41-60) in French period. Students may
also complete "women's role" sheet during French class, followed by
discussion/correction.
Inform group 2 that they will be miming chapter 3 next history class.. lnform
group 4 that they will be leading class discussion ofchapiters 3-4 nexr class. Give group
4 a list of discussion questions on these chapters. They can devide rhem up for
presentation next class and write in note form. Loan them transparencies and markers. tn
cooperative lurning, Ihis is studenls teaching each Olher. PhOtocopy questions lor all
andoverheadofque5tions, too.
Questions;
I. Que signifie les titres des chapitrs 3-4 (Serment et resolution et Amitie er
amour)?
2. Lesjumeaux se font unpacle. De quoi s'agit-il? QueJle est l'atmosphere a ce moment?
(pp.30-31)
3. Pourquoi Rosalie lrouve+elle que Amelie est une fille inutile? Eles-,'Ous d'accord"
ESI-cesa faute?(p. 39)
4. Qui est Louis Marcoux? Isidore? Fran(j:ois?
5. Donnez sill; des 92 resolutions de [884. Qui en crait Ie maitre? Pourquoi a-t-on
cree ces resolutions dans Ie Bas-Canada?
6. A I'aide d'un diagramme, expliquez Ie systeme gouvermcntal au Bas-Canada en 1837.
En quoi etait-il injuste? (pp. 52-53) (Appendix A)





TASK #1 OBJECTIVE: Students will be provided wilh opportUnities to de-."clop
social/group, research and language skills (#5).
TASK #t (20 minutes): (a) Group 2 mimes chapter 3 follo\vcd by discussion!
interpretations. (b) Group 4 will aid in reviewing the queslions they researched from last
c:lass. These will be handed out. Through brainslonning, students, in rows, \\ill add to
their answers as more ideas are made and take nOles from the overhead transparency or
black board. Students answer any questions olher students may have about plol.
character, time sequence, flash backs. etc. The facilitator intervenes as needed.
TASK #2 OBJECTIVE: Students will be provided with opportunities to improve or;ll
and written expression (#8).
TASK #2 (35 minutes): Explain how keyword mnemonics works to the class. i.e. Ie mot
"bondissent', p. I. Lisez Ie conlexte: "Toutes les mOlos~ sur la roUl~ saufla
si~nn~."Ask sludenLS to imagine James Bond. "jumping" from a train. Students should
then rcca.ll that "'bandir" means "saU[~r"or "'jump forward."
Ask Sludents 10 return to groups. E.'l:plain that this will be a jig5aw' ;;u;tivily. ai,'':
lhem the folioVoing list of vocabulary words. They are to use key......ord mnemonics,
preferably in French, bu[ English ifnot, to construel meaning. Thcy musl also [ell
wheUt~r the word is a noun, adj., ad"., etc. and Ute "genre". Th~y will need to use th~ir
diclionarics. Tell them th~n: \\,ill be several quizzes to tCSI their knowledge ofvoc:abulary.
one almost immediately following pleSC:nr..ation of words/expressions. The facilitalor
rnlJSl circulate, monitor with anecdotal notes, praise, and give help, or hints as needed.
Vocabulaire et cxpfCS5ions idiomaliques: ch.l-4
Listel: Quel temps mochc! (p. II), menu(e) (p. 12), malice (p. [2), eberlue (p. 12)
'Students m~e[ in their group and are each given five vocabulary \\.'Ords. Then th~y meet
with students from other groups v.ith the same list of words, which they apply keyword
mnemonics to. After about ten minutcs, they return to the original group and share their
information. This way, individuals are accountable for their learning, and must teach others th~
knowledge leamed, as the others make notes (Fogarty, 1990).
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fouillcr«p.13)
lis!c 2: reliques (p. 13). C"es! fichu (p. 15). un marche aILx puccs (p. 17).
epou.ssc:ncr (p. 17), basculer (p. 18)
lisle 3: complice (p. 21),languir (p. 22). un sae.i ouvregc (p. 23). enfouir (p. 28).
bouder{p.29)
liste 4: bondiT (p. 33). une rClenue (p. 37). coqucete (p. 39). ac:croche(e) (p. 43).
cortiser(p.4S)
listc 5: (cnace (p. 47), wonner (p. 47), balbu!iemenlS (P.5I), songer (p. 53).
dolWlCS (p. 54)
liste 6: nostalgic (p. 55), epier(p. 56). brouille (p. 57). hausser (p. 58). repousser (p. 60)
HOMEWORK: read chapter 5. pp. 61-84. during French class. It is.a good idea to read:l
lietlc every period. during homeroom. or other subj«:lS. Study vocabulary at home. A few
minutes can be taken from French class to review vocabulary, ifstudenlS desire. Next
class we will have a vocabulary "quit"' through MIME oftenns.
84
TIME: 56 minutes
TASK #1 OBJECTIVE: Students will be provided wilh opportunities (Q improve oral
expression (#8).
TASK #1 (10 minutes): the facilitator will quiz srudents on new vocabulary items via
miming of the vocabulary terms. One at a time, students will be given a vocabulary word
from yesterday, such as "bouder", "fouiller", or "un sac aouvrage'", and the class will
guess the meaning as the student conveys meaning through actions, gests, and facial
expressions. This will be an interactive and enjoyable way to begin class and reinforc.e
learning.
TASK #2 OBJECTIVE: Students will be provided with opponunities to develop
knowledge of geographic COnditions, social and political issues in order to assist them in
understanding the present and predicting the future (#1).
TASK #2 (45 minutes): verify comprehension ofchapter 5 in panicular, and sexism from
ch. 1-5. Put sample questions on overhead (Appendix B), Siudents mll)' answer them in
their groups or alone: Students finished early may read chapiler 6.
Counes riponses: Chapitre 5, Amour et amitie, pp. 61-84.
\. a) Quel est Ie car:actere d'isidore envers Rosalie? (p. 63.-65), Comment lesjcunes gens
reagissent-ils aujourd"hui quand ils s'intere:s:sent i quelqu'un?
b) Pourquoi Ie cnapitre 5 s'intilult+t-il 'Amourel amilii'?
2. Commenl Ie gouvernernent britannique elle gouverneur sont-ils depeinlS a Ia page 61.
Quels sentiments leurs actions provoquent-elles chez vous?
3. Vous vous rappellez des 92 resolutions menlionn~s a Ia page 67? Faites-en une liste.
4. Regardez Ie journal aux pages 10-1\. Situez Saint-Ours sur la carte (p. 72 + Appendix
A). Faites une elaboration interrogatoire: Qu, Qui, Que, Quand, Pourquoi, Comment?
5. Discutez de M. Papineau (p. 16), & des Fils de la Libene (p. 8\-82) (Appendix A et
livre). Quels leaders contemporains possedent des qualites semblables?
6. Que font-ils les patrioles pout punir les Bureaucrates? (p, 17-18)
7. rndiquez et commentez les indices du role des femmes au chapitre 5.
HOMEWORK: Finish questions. Be sure to have leads for journal entry next class.
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TIME: 56 minutes
TASKS #1-) OBJECTIVE: Students will be provided with opportunities 10 develop
knowledge of geognphic conditions, social and political issues in order to assist them in
understanding the present and predicting the future (# I).
TASK #1 (20-25 minutes): Verbally COlTttl questions 1-7 from task #2, Day 5. Wrile
answers on board ifany students request that, or have diagram ready on overhead
preferably (Appendix B).
TASK #2 (15 minutes): Give students a CHOICE for the reading of chapter 6 (pp. 85-
99): I. You read aloud to them. 2. Student volunteers read in tW'fl. 3. Students read in
their groups. Afterwards, the facilitator leads discussion in understanding ofCh. 6.
generates prediclions of plot and anSwers to any comprehension questions students h3~'e
10 dale.
TASK #3 (15 minutes): Journal #2: (a) D6::rivez la balaille commencec: au Doric Club en
yous riferant au roman (pp. 89-90), au le.-tte (p. 132), et au.-< notes (Appendix A). Qu'esl-
ce qui montre des prejuges contre les Fils de la Liberte selon Ie conle rendu de Rosalie?
(b) Faites une analogie similaire de VOtre e;'(perience personnelle. de la television, du
cinema. de la lineralure, ou d'un groupe minorilaire qui demontrent ce genre d'injustice.
The facilitator should infonn stUdents that analogies' are an excellent ""y 10 leam
and remember things, since we relate new infonnalion to old. Instructing the class this
way may enc:ourage them to be more metaeognili\"C. Give an easy example or tWO to
illustrate your point, with students providing the anaIogie. i.e. Rosalie's conflici \vith her
mother may be similar 10 parental conflict they are e:<periencing, although the sources
may be different i.e. pressure to many young years ago vs. pressure to star single and gel
an education today.
HOMEWORK: Finish Journal #2, You mar take pan of the French period to work on
this journal entry in the computer room.
'Wittrock (1990), and many other researchers, discuss the relationship between old and new
knOWledge, and a type of schema readjustment that OCCW'5 as we learn. This may apply to
language acquisition, as well.
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TIME: 56 minutes
TASKS #1-3 OBJECTlVE: Students will be provided with opportunities to expand and
consolidate their language skills (reading, ...mting, listening, and speaking) introduced in
previous grades (#7).
TASK #1 (5 minutes): Students answer and discuss the question for homework on the
i)Qric Club rial. (pp. 88-89, roman). Refer to novel, text (p. 131) and Appendix A notes.
Usetr3nSparency.
SETIlNG: Move the class {O me resource centre, common room, theatre, gymnasium. or
cafeteria stage if possible, anywhere where lhere can be a ·'stage". Change in locale adds
NOVELTV to lhe learning experience, which students enjoy
TASK In (45 minutes): This activity will be role play. Some students may experience a
right brain cognitive shift and may want to discuss their experience afterwards.The
facilitator must explain me activity, and briefly reinterate lhe social skills needed, such as
polite cooperation with other students, doing one's best, accepting hints for improvement
linguistically or otherwise, how to give constructive criticism, etc. Facilitator should
citculte and monitor, offering suggestions, using anecdotal notes and praising, once the
group work has begun
Vocabulary items will be listed along with situations and characters from Enfanli'
de la rebellion. Students will have 12 minutes to prepare a 2 minute skit and must consul I
the given pages for vocabulary comprehension and content/context.. No notes may be
used during the actual performance. Students may use any props brought by the
facilitator, but excursions beyond the room are not recommended. Students will pull cue
cards Ot slips, listing the number of participants and the skit, out of a paper bag 10 ensure
fairness in choosing groups. Tell students the to minute preparation time is non-
negotiatable..remind the class periodically of the time. Groups should work in separate
partS of the room.Then students are to sit quietly in front of the stage, while random
groups aet out their skits.
Remind preformers of the importance of never turning their back on the audience,
of using loud, clear voices, exaggerated gests and facial expressions to convey meaning.
For each scenario, students must add authentic dialogue, feelings, reactions, and
gests. They must be elaborate and can ad lib. They can personalize the skit, by assuming
a different mood or accent than you would nonnally associate with the text. For example.
they may want to do a scene as science fiction, Star Trek, Another World, Newfie style
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(using local dialect), etc. This is not to be discouraged'0. [lIustrate by doing a segmem oC
a scene yourself. Hamming it up may put students at ease and add 10 the desired relax<:d
atmosphere.
(A) (3 personnes): Mijanou et Nicolas s'ennuyent. lis demandent.il. Mammie s'ils peuvent
fouiller dans Ie grenier. Finalement, ils trouvent les portraits et Ie journal, et se font un
pacle(pp.I-30).
Vocabulaire: (a) Que! temps moche! (b) eberlue (c) malice (d) fouiller
(B) (2 personnes) Les Cadets visitent Saint-Denis. Julien et Franl;ois passenlleurs temps
a discuter de politique, de patrie, el de droits.(pp. 38).
Vocabulaire:(a) C'est fichu! (b) rendre visite a quelqu'un (e) Papineau (d) les Fils
de la Libene (e) Ie Conseillegislatif, Ie Conscil executif, I' Assemblee
(C) (2 personnes) AmeHe Desrivieres el Rosalie s'entendent mal. La mere de Rosalie
approuve Emilie. (pp. 39· 40)
Vocabulaire: (a) un sac a ouvrage (b) coquene (c) se mettre en valeur (d) du
barardage incessant (e) coniser
(D) (5 personnes) Julien, Rosalie, Isidore, Amelie, et Franl;=ois se promenenl en discutant
delapolitique(pp.41.46).
Vocabulaire: (a) Louis Marcoux (b) Vive la Patrie! (c) 92 Resolutions de 1834 par
Louis Joseph Papineau (d) Chouayens, Bureaucrates, Patriotes
(E) (3 personncs) Julien cl Rosalie, chacun ason tour, se font faire photographicr par un
photographe anglais de MontreaL Julien et Rosalie discutent de la technologie. (pp.49-50)
Vocabulaire: (a) une robe bleue au col de dentelle (b) fiissonner (c) un secret.aire
(d) un appareil a photographier (e) perfectionner
(F) (2 personnes) Julien explique Ie systeme gouvememental a sa soeur.(pp. 52-53)
Vocabulaire: (a) son assentiment (b) chanceux (c) une Chambre d'Assembh~e, Ie
Conseillegislatif, Ie gouverneur, Ie Conseil executif, les 92 resolutions
(G) (3 personnes) Isidore demande la pennission au Notaire Cadet de cortiser Rosalie
Rosalie en discute avec son pete ct riflechit la-dessus a haute voix en pensant a sa mere.
entre outre. (pp. 57-59)
'QStudents may engage in a generative process of comprehension and learning by relating
new knowledge to old (Wittrock, 1990).
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Vocabulaire: (a) en amitie (b) preter attention it quelqu'un (cl tenter sa eh:mce (d)
se senlir depasse par quelque chose (e) songer
(H) (2 personnes) Isidore el Rosalie discutent de leur sentiments (pp. 63-65).
VocabuJaire: (a) une berceuse (b) une belle demeure (e) enjoue (d) aruipathie (nf)
(1) (4 personnes) Fran,<ois, Julien, Isidore, et Rosalie assisteru a une assemblee excitante
de Patriotes Ii Saint-Ouxs Ie 8 mai 1837 (pp.70.74)
Vocabulaire: (a) ~ flane son orgueil (b) etre grouilJant de monde (c) hausser (d)
la contrebande (e) un gouvemement mepnsable et indigne (f) les OT3teurs
(J) (3 personnes) Rosalie revoit Isidore Desnvieres et Fran,<ois Hubert, apres un mois. Ie
15 seplembre 1837. Ils discutent des Fils de la Libeni. Puis, Rosalie leurconfic qu'dk
ne puit malheuresement epouser aucun des deux hommes. (pp.8l-84)
Vocabulaire: (a) leg Fils de la Liberti (b) Wl manque d'arrnes (c) tarder (d) une
grande maladresse (e) ette malhabile (f) des pretendants (g) la vocation reJigieuse
(K) (2 personnes) A Saint-Charles, vers Ie 23 octobre 1938, Papineau & Nelson. ['elile
des Patriotes, different d'opinion devant une grande assemblee (pp. 87-89).
VocabuJaire: (a) une reunion (b) des pancanes (e) vehemenlS (d) prelendre
quelque chose (e) des tyrans
(L) {2-3 personnesl Je 23 novembre 1837 Ii Saint-Denis, Rosalie soigne des soldats
Patriotes blessis et discutent avec eux de leurs familles, des batailles, etc. (pp. 92·95)
Vocabulaire: (a) I'ancien cure (b) les habitants (e) couler des balles et fabriquer
des cartouches (d) Ie ehefinconteste (e) un detachements de soldals anglais (f) des piques
TASK #3 (5+ minutes) Journal #3; (a) Comment vous vous etes senti (e) aujourd'hui
pendant les aetivite dejeu de role? Vous en avez tirezde bons sentiments iruerieurs ou
non? Pourquoi ou pourquoi pas? (B) En plus de volfe reponse eerite, expJiquez ces
sentimerus dans une strophe poetique (~peut etre un poeme vertical) ou it ['aide d'un
dessinabstraitdevotreereation.
(The facilitator may want to use a portion of the French period to work on this
journal entry, or assign it as homework)
HOMEWORK: Finish journal #3 ifnotcompleted during French period..
Ask students to bring something for next class that reminds them of the 1800's/the
novel. Be enthusiastic and stress the importance of everyone bringing something, no
matter how insignificant it may seem! Tell them it counts for participation and oral
evaluation since they will briefly explain the items' relevance. Otherwise, few students
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""ill likely participate; they have 001 been used to Ihis SOrt of activity since e1emenury
school. Provide suggestions. Students may bring a cross. bible. hat. picture. dra\\ing.
music. kitchen utensil, bandage. diary, etc. Tell them you will certainly be bringing
something. Some ofthe quieter students often e.'l:cell in !his son of activity. and lXlme
through when some of the more vocal students do not. This is good for their self-esleemll
and conuibutes toward a posilive classroom atmosphere.
I1Campbell & Simpson discuss the implications offacilitator expectations on students.




TASKS #1·2 OBJECTIVES: Students will develop thinking skills, sociaVgroup
participation skills, map and alias skills, temporel skills, research and language skills
(#5).
TASK #1 (15 minutes): Cheek homework first. Then explain mOOy's activities and
objectives, and put students in a reading circle either in class or the resource cenue.
Scudents will enjoy the somewhat infannal, relaxed setting.
Discuss yesterday's role play. Students may read Journal #3 responses if they
want to, Then ask students to "show and tell" what mey have brought indicative of the
situation in £nfants de fa rebellion. You may be the first to begin, to break the ice, if
necessary. If you have a mock musket, old Davy Crod:ct Coon Tail hat, a hom, etc.,
bringit.
The class chooses the most interesting item. Tell students that the person speaking
or reading must hold the item. No one else may talk. This reinforces the social skills of
polite listening, speaking, and interaction. The reading circle further lessens the
traditional classroom, with the authority figure in front. Here, there is no front and all are
equal.
TASK #2 (45 minutes): With individuals reading a page each, and holding the item. r<::ld
chapiter 7, ·'Deraite". Brainstorm on the meanings and contexts of the title firs!. Then
students can work in groups to answer the following questions. Allude 10 them briefly as
you read to provide direction. Have these questions copied and hole punched. Groups of
three each will use a French atlas.
Chapitre7, Defalte
I. Discutez du role des femmes a I'aide de la fiche du role des femmes.
2. Dans l'allas, !tOuvez Sainl·Denis et Saint-Charles sur des cartes topographiques, et
tracez un chemin de Saini-Marc aSaint-Antoine (p. 104). Calculez les distances enlre
ces points a vol d'oiseaux et en suivanl une route de votre choix.
3. (a) Que remarquez-vous apropos du terrain? Que representent !es symboles sur les
canes decene region?
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(b) Comment, pensez-vous, la r~gion a-I-elle change depuis 1837" Disculez des
modifications dans Ie transport. dans les inductries. et dans Ie style de vie
eomemporain des habitants de la region depuis 1837
4. Expliquez la metaphore ala page 107 (Presque toue Ie village etait la proie des
flammes). Comment eSI-elle image~?
5. Expliquez pourquoi Susanne Julien a choisi les moes soul ignes dans la phrase suivant~
au lieu d'autres mots?
~,jeramassailefusildel'honuneetjeliraisur~
qui &n'-ilii. sur moi
Par exemple, eHe aurait pu ecrire a la Rambo, quelque chose de ce genre:
'Ne voyant que rouge,je ramassai Ie fusil du Patriote mon. l'avais la vengeance
qui brulait au fond de moi! Je lirai sur Ie premier soldat anglais qui osa s'avan(fer
vers mol. Il tomba par terre. le criai d'une joie sauvage e! anendat la prochaine
victime rnalheureuse a croiser mon chemin. 'Viens a marna,' je chuchotai entre
levres senees avant de eracher .. , 'Mama veut Ie faire la bise!'
6. (a) Que pensez-vous du pillage decrit a la page II 0-112? Relisez la description des
Patriotes comparee a celles des soldaes anglais et des loyalistes. Quelles differences
remarquez-vous?
(b) Y_a_t_il une equilibre entre la fa(fon dont Susanne lulien craite les Patriotes et eeux
qui s' y opposent (Bureaucrales, Anglais, membres du Doric Club, Chouayens, etc.).
Trouvez plusieurs exemples pour soutenir votre reponse dans Ie roman des Ie debut
7, (a) Isidore est mort. QueUes en sont les implication par rapport alLX personnages dans
Ie roman? (p. 110)
(b) Pourquoi lulien, pensez-vou:;, a-t-elle choisi de faire mourir Isidore?
HOMEWORK: journal #4:(a) Avez-vous ete etoIU1e(e) lorsque Rosalie a tue I'habit
rouge it la page 106? Pourquoi au pourquoi pas? Quels indices precedents
(foreshadowing) ant peut-crre prevu cet evenemenl? Expliquez-les.
(b) Y-a-t-il des circonstances doni quelqu'un a Ie droit de tuer quelqu'un d'autre?
Lesquelles? Que feriez-vous a la place de Rosalie?
Studcnts will also have a fcw minutes tomorrow to discuss journal #4 with
classmatcs, and 35-45 minutcs in the computcr lab to peer and self edit, and prepare iinal
copies orall four journal cntrics to date, Students should carefully edit ·'le genre,
I'imparfait, Ie passe compose, et les homonymes" and bring Ie ,Iv/iero-Roben and Ie
Bescherelle. They may use French Grammatic on WP if they want. The facilitator can
take a few minutes to review the "conditionnel", to help students accurately answer (b).




OBJECTIVE: Students will have opportunities (0 use correct oral and \\Tinen French for
effective communication (# I0).
TASK #1 (20 minutes): Review "Ie condilioMel" once more wilh the class. Elicit
students responses on uses, conjugaison, etc. Students may write answers on the board.
and copy them down. This repetition may help them notice, so they may negotiate
meaning, and scaffold more readily. You may give them exercises to complete alone or in
small groups of2-3 (Appendix B). A good idea would be a doze passage.
TASK #2 (40-45 minutes): Proceed 10 resource/computer room. Students can avail of
computers. other editing resources (grammar references. diclionaries. etc.) and
themselves, to editjoumal entries.
HOMEWORK: Read chapter 8. Tell students you will be giving them objecli\'es 10




TASKS #1-2 OBJECTIVE: SrudenlS will be provided with opponunities to develop
knowledge of geographic conditions. economic, social and polilical issues in order 10
assist them in undemanding the present and predicting the fUIure: (# I).
TASK #1 (I S minutes): Review chapler 8. "Mon beau patriolc." Discuss the ways
.....omen are represented in this chapter (nurse, victim. needing protection, etc., using
women's role worksheet. Stress reasons for Ihc: [ass of the Patriotc:s (pp. 126-128). Give
students the following VraiIFau.x sheet/quiz (Appendix q offill in the blanks [0 cheek
reading comprehension:
Ripondc:z par V por vrai c:t F pour falLx seulemc:nl:
t. Les Patriotes onl anaque Saint-Eustache et Saint-Benoit. _(F. p. 117.(18)
2. Laurent-Clivier Valois, Ie joumalier que Rosalie avail aide a Saint-Charles. $I:
retrouvc:nl dans la meme cellule en prison que Fram,;ois. _(V, p. 120)
3. Les patriole avaient une bonne annee avec de bonnes munitions. (F. p. 126-128)
4. La plus grande surprise qui est advenue a Rosalie depuis longtemps est que SO! mere est
revenue.(F,136)
5. Des gardiens harcelenl Rosalie et I'un d'eux tenle de la molester (V. p. IJO)
6. Theoph.ile Goye~, un avocal, vient au sccours de Rosalie la deuxieme fois dIe se fait
harceler par des gardiens. (Y, p. 145)
Mettez la bonne tiponse dans Ie vide:
7. Rosalie se deniche un emp[oi comme chez une vieille dame qui vit avec
son neveu. (servante. p. 118)
8.__faisaient de [a chasse au patriote, corrone on chasse Ie lapin. (soldats anglllis.
p.125)
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9.11 semble que les chefs patriotes elaiml de verilables __(clitilti. p_ 127)
10. Pour faire rire les autres. Laurent·Olivier a essay-e de eonvaincre un gardim protesunt
desefaire (catholique.p.131)
II &. 12. Scion Rosalie, il yades __etdes jettsalaruepardessoldar.s
anglais et des bureaucrates, qui doivent maintenanl mendier pour [cur subsistance.
(femmeslenfants, p. 132)
13. Rosalie accepte un poste de chez les Goyettes. (gouvemante..educi1trice.
p.147)
TASK #2 (60-75 minutes): Students will be working in their six groups. Each group will
have bristol board, and other supplies are available in the classroom. A representative
from each group will pick a slip from a paper bag. The slip will contain the acti\'ity for
the group to accomplish by the end of the period. Remind students of group work skills
and !.hat they all must present and explain their "fiche" clearly. Tell students an
evaluation grid will be used. This will COWlt as a minor project in history. The French
period may be used for supplementary time.
Fiche I: bandes dessi~: divisa votre fiche en 12 panies egales. Dessinez 4
evenements importants de chacun des chapiues 6, 7, &. 8, Ensuite, creez des captions 3
mente dans 13 partie infcrieure de chaque carre.
Fiche 2: Faites une fiche descriptive de Rosalie en fonne de toile d·arraignee, avec son
nom entier dans une bulle au milieu. une bulle dontle titre majeur et -aspect physique'·.
une autre dontle titre majeur et "Ie lieu par rappon i Rosalie dans Ie roman", 2 autres
intitulecs selon votte opinion de ses 2 caracleristiques dominantC$. Toutefois, il faudrait
ajouter des preuveslexemples et les pages ou elleslils se lrOuvent!
Fiche): DCfinissezle terme conflil. Divisez une fiche en douze carres egaux. Discutez de
4 conflir.s dans Ie roman. et precisez si dans chacun, il s'agit d'un conflil inlerieur ou
exterieur, et s'il est humain contre humain, humain contre lui·meme ou hurnain contre
nalllre. Faites des images pour representer les conceples de chaque bulle. Comrn<:
toujours, indiquezles pages d'oll viennent vas preuveslreferences.
Fiche 4. Choisisssez n'importe quels trois articles de journal de Rosalie des chapilres 8-9.
Faites une ligne temporelle pour chacun avec les evcnements majeurs en ordre
chronologique. Donnez un titre signifiant a chaque ligne. Vous pouvezegalement faire
%
des dcssins relit! au-x evenements.
Fiche 5: Criez un collage en utilisanl des images tilies des magazines. Ce collage doit
representer un theme central dans Enfanu de-fa riMliion. Ecrivez des notes sur des
petites canes pour VOlfe explication. Anelltion de faire des analogies aussi!.
Fiche 6: Construiscz des mots rnnemotcchniques pour Ie vocabulaire suivant des
chapiu-es 5-8. On va photocopier votre produit final pour disuibucr a la classe.
Rappclez~vous de verifier Ie corllcxte d'abord!
i.e.: un ballme pour nos petits malheurs (p. l38): draw a picture ora bow !hat covers :c cue
finger. Then you associate "baume" with "bandage ou ··du soin", which is the correct
contextual meaning.
Chapitr<;; Amoyr el amitje
A) ..un gros matOU faisant la grasse matinee(p. 61) B) une berceuse (p. 63)
C) (lie ... pas) avoir la langue dans sa poche (64) D) Mes pcnsees \'Oguaiem (p. 66)
D)sedemener(p.73)
ChapjlR6 VjcfOiR
E) des te.'(tCS enflammis (p. 85) F) inevitable (p. 87) G) Doric Club (p. 90)
H) Chouayens (p. 92)
CbapjtR7 oefajJe
I) abanu (p. 104) 1) grommeler (p. 109)
Chaojtn: 8 Mon he,u patriQ!'
K)joumalier (p. 120) L) eclaireurs (p. 122) M) les pieds e1lgourdis (p. 124)
N) gages (p. 146)
Ifany group finishes early, they may practise their presentations or !'tad chapter 9.




OBJECTIVE: Students "ill funher iMir a~ness of historic French Canadian culture
('9).
TASK HI (56 minutes): Oral presentations of activilies using bristol board. Discussion on
French canadian culture as allusions are made to it. From aclivity #6, the keyword
ITUlcmonics with visual imagery, the facilitator will have made copies for the dass. The
posters will be on display for anyone who wants to take notes on their own lime. Give:
students the vocabulary sheets. Tell them yOll will give them a quiz on these tomorrow.
HOMEWORK: Finish reading Chaptrc: 9, "Demlerc: chance", and "Conclusion"
(pp.149-181). Ask students to note any aspects of Frc:nch Canadian culture that suik.:




Task#1 OBJECTIVE: Students will be provided with opportunities to improve oral and
\linlle:n t;"\pression (#8).
TASK #1 (12 minUles): quiz students on new keY'vord mnemonic vocabulary items. YOu
may give r.hem a selection of 12 items and ask them to use half in sentences that show
their comprehension. Com:ct them orally. Students can exchange for C:OfTcc;:tlon. Collect
and note.
Tasks #1-2 OBJECTIVE: Students will be provided wilh opportunities to build a
mature value system and reinforce desirable values of society, with panicular reference to
violence and war (#2).
TASK #2 (43 minutes): Students \vill ",-ark in groups on several reading comprehension
questions from Chapter 9 and "Conclusion".
I. (a) Discutez des moyens legaux de M. Goyette a risoudre des problcmes (p_ 151 I.
compare i ceux des Palliates el des gens au pouvoir. Pourquoi les Patriotes ont-ils
fait appel i la violence (p. 162)?
(b) Pourquoi utilise·toOn l'armee pour resoudrc nos preble-mes (p. 163)? Y-a-t-i1 (et Y-
avait-i1) d'auU'es possibilit6 pour maintenir la paix en satisfaisant tout [e mondc:?
(c) Discutez-en: la plwne ou l'epee.laquelJe est la plus puissante?
2. QueUes sont 2 causes de la perte des Patriote i la page IS2?
3. Comparez Ie pillage i Saint-Antione (p. 153) au;" evenements de Krist.allnacht en
AllemagneNazie.
4. Comment expliquez-vous Ie changement dans Ie caractere de Julien en haUl de la page
155? Pourquoi semble-t-il avoir mis i cote tous ses penchants patriotiques?
5. Ajoutez des indices sur Ie role des femmes a votte Iiste, i la page 155, 160. 163. 165.
173-178.
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6. Trouvez les villes :i 13 page 72 sur vos r;anes (Appendix A).
a) Quelle result.ats de guerre decouvre-t-on a la. page 160?
b) Comparez la reaction de Rosa.lie face a la mort de sa mere (p. 161) a celie de son pere.
(p.137).
c) Disculez de. presage i la 170, et toure cene histoire de Laurent-Olivier et Mme.
Goyene (p.173-176). Esl<e realiSle?! Ce sous-eonflit. fait-it souffiit l'intigrite du
roman, ou non? Pourquoi?
For this last discussion, 6 (c), use a "'Total Group Response" activity. Ask student
to indicate their agreement or disagreement via a tape drawn line in the classroom.
Students stand on the graph where their opinion lies. For example, someone who strongly
disagrees, stands on the line completely 10 the left, and so fOrth, to strongly agrees,
completely on the right. As students discuss the question, they may readjust their stance
accordingly. This may make them more meucogitively conscious of their 0",11 decision
makingprocessl~.
HOMEWORK: finish questions for next history class.
IlFogany (1990) relates a number of cognitive and melacognilive strategies, such as




TASKS #1-3 OBJECTIVE: In particular, students will gain an understand that
individuals have differing values, person.::llities, and values, but mat as members of a
group they share certain values. characteristics, and goals (#4). The role oflhe Church in
society in past and present will be explored. and Ne\\foundlanders will be compared to
Quebecen.
TASK #1 (25·jO minU!es): COrTeel and discuss questions from last day.
TASK #2 (10 minutes): Have a discussion referring to
... c'itait probablement une punition de Dieu, car il faut loujours payer un jour
poursesfaUles.(P. lSI}
Soulignez le role de l'eglisc a \'cpoque dans Ie HaUl et Ie Bas-Canada, Its
relations avec Ie peuple, et ['idee judeo-chretienne du destin.
TASK #3: (20 minutes): Journal #5: La devise des franco- Terrc-Neuvien(ne)s est: Savoir
notre passe, c'est savoir au on va. Expliquez. en details cene devise par rappon au roman.
au;\( Quebecois, et a vous-meme. Expliquez comment la fiction historique est valable.






TASKS #1-2 OBJECTIVE: In particular, students will develop thinking, social, group
participation, temporel, research and language skills as they discuss and modify jouma!
entries and undertake a character sketch. (#5).
Task #1 (16 minutes): Review journal answers. Have several students read their answers
and have a group discussion, brainstorming session. This will permit srudents to
participate and add 10 their answers if need be, and will help the facilitator ascC:l1ain if
there are any comprehension problems of a thematic or historical narure. Reviewing
reinforces learning and helps keep the class on lrack.
Task #2 (40 minutes): In groups, students will undertake lhe ehameler sketch activity on
Rosalie Cadet in Appendix B. This is a rough copy. The final copy will also serve as a
journal entry, as will any self-evaluation sheets in AppendiX C.
DAy15-23
OBJECTIVES: Students will engage in creative, communicative, and cooperative
learning activities for the next several days, fulfilling all twelve objectives.
Students will complete "Activites de post-lecture" (Appendix B). Periods will be
used from both History and French language ans classes as needed, since the whole unit
covers only about 4 weeks. Students will complete self·evaluation sheets, also pan of
theirjoumals, before their presentations (Appendix C). Journals must be collected for the
final time and marked using thejoumal correcting grid (Appendix C). Students will have
a review period in addition to the presentations, which are excellent for learning, due to
their interactive, creative nature and "students teaching students" philisophy. Their
joumals, the sheet on "Ie role des femmes", questions and answers exercise book, and the
"pyramide d'histoire" (Appendix B), may all serve as review materials. Then they will
have a test to conclude the unit (Appendix C).
All objectives of the unit have been consisttntly and crtatively reinforced.
Students will have enjoyed leaming and developed a greater sence ofself-wonh,
confidence, and motivation in FI history. Their language, partiCipation, map, tempore!.
historical analysis and literature skills will have been encouraged and improved.
Students' cognitive and metacognitive strategies should be stronger. Many students will
want to continue using cooperative learning teclmiques, drama, fiction, and journals in
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history and other subjeCls_ The facilitator should also derh-e a sense of fulfilment through
having engaged in the success of students in a communicalive, crealive, cooperati\-c
fashion thaI traditional teachinglleaming methods. such as lecturing, would be hard
pressed to match..
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APPENDIX A: NOTES SUR lES CONFLITS DANS lE BAS·CANADA ET lE
HAUT.cANADA AU 19'"- SIEClE
(Ces notes sont i utiliser avant d'entreprcndre cene unite sur En/ants dt la




LE MOUVEMENT POUR LA CONFEDERATION DANS LE HAUT-C.~NAD.-\
ET LE BAS-CANADA
Qui peut voter dans les colonies brittallniques?
I. Apres 1764, I'age adulte a ete fixe a 21 ans et plus.
2. Apres 1830, il fallail posseder ou louer une terre pour etre electeur
II y avait des restrictions imposees sur certains groupes religieux:
I. Les catholiques au N.B. ont acqueri Ie droit de vote en 1810.
2. Les catholiques de l'lle du Prince-Edouard I'ont r~u en 1830.
C'etait contre la religion des Quakers e! celie des juifs de sieger a une assemblee
au ils devaient priter sermenl ala veritable foi d'un chretien. Done, ils n'avaient ni Ie
droit de vote, ni Ie droit de se presenter awc eleClions pour l'assemblee. Dans certaines
provinces, Ie clerge n'avait pas Ie droit de vote, ni de se presenter aux elections de
l'assemblee non plus.
En 1866, Ie gouvemement a passe des reglements intcrdisant Ie droit de vote aux
lndiens et au:\( Chinois. us femmes etaientjugees trop faibles et trop pures pour assister
au.x elections au les homrnes se soulaient, se banaient etjuraiem.
En 1996/97, taus les adu(tes, hommes et femmes ages de dix-huit ans au plus c!
qui sont citoyens canadiens, peuvent voter aux elections Federals. Les membres des forces
annees canadiennes peuvent voter, rneme s'ils n'om pas dix-buit ans.
Les personnes suivantes n'ont pas Ie droit de vote:
. [esjuges
- les fonctionnaires qui supervisent les elections
·lescriminels
- les malades dans [es institutions psychiaO"iques
- les personnes coupables d'actes malbonnetes lars d'elections precedentes.
QUEsnONS:
I. a) En 1764, on peut voter a 21 ans. Aujourd'hui l'age de vote est a 18 ans. Pensez-vous
que 18 ans soil trop jeune?
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b) Enumer~2 d~s raisons pour Ie decroissem~nt cn ago:: dC'puis I76·P
2. 11 y avail cenains groupes done on a impose des reslriClions
apropos du vote en jadis et aujourd'hui. Lesquels? Pourquoi?
3. a) De nosjours, devrail-on accorder Ie droil de vote aplus de gens. voire, aux plus
jeunes? A qui d'aultes? Failes une liSle des avantages et desavantages de eela.
(Journal)
b) Devrait-on retirer Ie droit de vote a certains?
c) Devrait-on obliger tout Ie monde:i. voter?
I"
















Il y avait 2 hommes importants dans Ie mouvement pour la reforme:
I. Louis-Joseph Papineau dans Ie Bas-Canada, el
2. WiJllam Lyon Mackenzie dans Ie Haut-Canada.
LOUIS.JOSEPH PAPlNEAU s'opposait ala clique du chateau. [I a ete elu a
l'Assemblee du Bas-Canada en 1809. II est devenu leader du PaTti canadien qui
representait les imerets des Canadiens fram;ais en 1815. Le parti a change de nom pour
s'appeler les Fils de la libene. Papineau a fait 92 requeteS et plaintes au gouvemement, ~
cornpris les trois resolutions suivantes:
I. I'Assemblee devrait contr6ler Ie revenu de la colonie,
2. l'Executif devrait etre responsable devant I'Assemblee, et
3. les membres du Conseillegislatif devraient etre elus.
Quand [e gouvemement britartniques les a rejeletS, la revolte de Papineau el ses
partisans a commence dans la violence
WILLIAM LYON MACKENZIE s'opposait au pacte de famiJle. II a utilise son
journal, 'Ie Colonial Advocate', pour denoncer Ie gouvemement. [l voulait un
gouvemement plus democratique de ty~ americaln sans monarchie ni aucunc classc
supirieure. 11 a ete etu al'Assemblee plusieurs fois. En 1834, il a ete elu maiTe de
Toronto. En 1837, Mackenzie a decide d'anaquer Toronto pour renverser Ie
gouvemement a la suite des combats dans Ie Bas-Canada.
QUESTIONS:
I. Faites des recherches au centre de resources et comparez M. Louis-Joseph Papineau iI
M. William Lyon Mackenzie. Comment sont-ils pateils? Comment sont-ils differents?
2. Identifier les trois resolutions de Papineau et expliquez-Ies dans vos propres paroles
3. a) L'ancien systeme gouvememental, etait-il juste au injuste?
b) Quelsgroupe(s}favorisait-il?
c} Que! groupe(sj Clait dcfavorise par ce type de gouverment?
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Rebellion dans Ie Bas-C<lnada
En 1825, la plupan des gens dans Ie Bas-Canada etaient francophones mais Ie
gouvcrnement ctait dirigc par une minoritc anglaise. Les Conseils etaient composes
d'Anglais et l'Assemblee, en majorite francophone, n'avait pa~ de pouvoir. Les Anglais
etaient souvent dans l'entreprise.
Les Fram;ais etaient souven, dans l'agriculture comme simples fermiers. lls ne
voulaient pas payer des impOts pour faire construire des canaux pour amellorer
l'entreprise des Anglais. lls ne voulaiem pas eire assimiles non plus! leur leader erait
Louis-Joseph Papineau qui voulait plus de pouvoira l'Assembh!e. En 1837. l'Assemblec a
refuse de voter de l'argent pour augmenterdes salaires gouvemememaux mais k
gouverneur les a payes tout de meme.
ConsCquences:
En novembre 1837, des bagarres se SOnt eclatees aMontreal. Des Frum;ais ant
repousst des soldats qui voulaient Papineau.i St. Denis. Deux jours plus lard, un groupe
de rebelJes est defait il St. Charles. Papineau se sauve aux Etats-Unis. Une Iroisieme
bataille aSte. Eustache finit la rebellion.
l'Eglise catholique a ardonne aux colons de ne pas paniciper aux combats. De
plus, plusiers palriates s'etaient eloignes de Papineau. Aussi, les troupes patriotes n'ctaient
pas egaux aux troupes britanniques experimentes
La rebellion semble ratee.
1. Comment certains Anglais en pouvoir, exploitaient-ils les habitants dans Ie Bas-
Canada?
2. Definissez en vous scrvant des techniques indiquecs:
a) habitant (mats c1efslimages)
b) St. Denis (toiled'araignee)
c) 51. Eustaches (toile d'araignee)
d) Papineau
3. Pourquoi Louis-Joseph Papineau voulait-il plus de pouvoir.i. l'Assemblee?
4. QueUes som Irais raisons pour la dtfaite de Papineau el des autres patriotes?
III
La Rebellion dans Ie Haut Canada
Entre 1815-1850, des temps dun en Grande Britanique om torce des rnillions
d'aller outre mer. Beaucoup de persoMes som ailees dans Ie Haul Canada.
[I y avait de I'abus dans Ie gouvernement du Haut Canada. Un gouverneur
britannique nommait les membres du conseil. L'Assemblee, elue par Ie peuple. n'avait pas
de pouvoir. Les membres du Conseil Legislatifet Executifont forme un groupe d'elite-
Ie Family Compaci. Ces gens pouvaient avoir beaucoup de terrain. Beaucoup de terre a
etc reservee pour la Reine et pour I'eglise Anglicane.
Pour Ie fermier typique, c'etait de plus en plus dur d'obtenir de nouvelles terres.
Des canaux construits par Ie gouvemement Ont aide les marchands allies du Family
Compact. Souvent. Its fenniers n'avaient pas de routes au marche.
L'Eglise Anglicane, all ice au Family Compact. controllait la religion et
I'education. Panni les colons, la plupan n'etaient pas Anglicans.
Les ColonS sont devenus plus nombreux et ils ont demande une plus grande voix
dans Ie gouvemement. lis voulaiellt que Ie gouvemement soit responsable al'Assembke
Ell 1837, les troupes britanniques etant panis dans Ie Bas-Canada. Mackenzie a
decide d'anaquer la mairie aToronto, s'y emparer des armes entreposes, et ren"erser Ie
gouvemement. Les rebelles se sont illstalles dans Ie quanier de la Taveme de
Montgomery, au nord de Toronto.
Une mil ice de tories volantaire s'est vite fonnee et a rapidement disperse les
rebelles, principalement armes de batons, de pierres, el de fourches. Deux jours plus tard.
Ie gouverneur et 600 hommes, avec un canon, ont detroit la Taveme de Montgomery.
La rebellion semble ratee. Par contrc, avec celie du Bas-Canada, elks incitent la
Grande-Brelagne avoir Ie besoin pour la reforme et a commence Ie mouvememt pour un
gouvernementresponsable.
QUESTIONS:
I. Que veut dire un gouvernment responsable? Poutquoi des colons du Bas-Canada et
du Haut-Canada desiraient-ils cela?
2. Definissez a I'aide d'images mnemotechniques ou d'etoiles d'araignees.
a) Ie Family Compact
b) Ie Conseillegislatif
c) Ie Conseil executif
d) Anglican
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3. Des evenements tels que la faim des palates en Irlande ella Re\·olulion Industrielk om
force des millions d'Europeens de venir au Canada. Allons au centre de ressources l
a) Recherchez, puis defmissez ces dcu.x evenemems.
b) Comment om-ils cause des probh~mes a certains groupes d'Europeens?
4. Ll!s rebellions dans Ie Bas et Ie Haul-Canada semblent ratees, mais eUes provoquent
des consequences positives. Expliquez.
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le Rapport Durham
Le gouvemement l;anadien a peur de l'invasion des ameril;ains dans rOuest d ils
ant besoin de plus de teITes arables. Done, les autorites des deux Canadas mat~nt ks
rebellions. Des rebelles comme Papineau el MacKenzie se sauvenl aux Elats·Unis. D~s
Anglais, tres, Ires riches, negligent Ie Canada. Avec la rebellion, ils doivem y penser. (k
lOute falj:on, les anglais s'ennuyent des rebellions cheres au Canada et, de plus, ils onl
besoin de leurs troupes ailleurs dans Ie monde.
le cornie de Durham va au Canada pour y mener une enquete. Le rapport du Lord
Durham recommande:
A) un gouvemement responsable qui repond aux assemblees;
B) L'assimilalion du peuple canadien-franlj:ais;
C) la fusion des deux Canadas en une Province unie.
AClivite de journal: I. veTTe 2. I'eau 3. sel
Querepresentenl-ils?
Questions:
l. Quelles etaiem deu...; raisons pour peupler Ie Canada-Ouest?
2. Donnezdeux raisons pourquoi 101 Grande·Bretagne a favorise la Confederation?





5. Seton vous, pourquoi est·ce que les Anglais n'ont pas reussi a. assimiler les
francophones du Bas-Canada?
6. De nos jours, pourquoi tant de canadiens franco phones ont-ils encore peur de
l'assisimilationselon les nouvelles,ete.?
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L'ACTE DE L'AMERlQUE DU NORD BRlTAN"NIQUE DE 1667
En man; 1867, Ie gouvemement britanniquea adopte l'Acte ANB, le \ juillet
1867, Ie dominion du Canada voyait Ie jour. Sir John A. Macdonald est devenu Ie
Premier ministre du Canada.
les pouvoirs du gouvememem federal elaienl enumeres en 29 points majeurs.
parmi lesquels on trouvail:
- reglementation de I'echange et du commerce
-serviceposlal
- forces anru!es et defense
- monnaie
• [ndiensetterres reserveesaux Indiens




Les provinces avaient Ie pouvoir de gerer les questions locales comme:






- administration de lajustice et des lribinaux provinciaux







L'lle du Prince-Edouard 1873
Albene, Saskatchewan & Territoires 1950
Terre-Neuve 1949
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Population canadienne cn 185 I: 2 436 297, en 1871: 3 689 257, ~n 1891: 4 8:; 3 :':!39, ~;:
1911: 7 206 643, en 19)1' 10376786, en 1951: 14009429. en 1981:::!4 343 181. ~l <:n
1996?
Le Parlement depuis la Confederation
Gouvemeur General - notes du tableau/livre
Le Senat: membres nommes; 2ieme etude des lois prepares par la Chambre des
communes; il prOlegeait des provinces les plus petites.
La Chambres Des Communes:la seule panie elu par les Canadiens; apres une election.ks
candidats vainquers en deviennent membres; Ie leader du pani ayant Ie plus de sieges.j la
Chambre des communes forme Ie nouveau gouvemement; Ie pani ayant Ie 2e plus grand
nombre de vote devientl'opposilion officielle.
Premier Ministre et Cabinet:le leader du pani vainquerdevient Premier ministre; il chosi!
son Cabinet; les ministres du cabinet deviennent membre de la Chambre des communes
ou du Senat; normalement. chaque province a un membre au Cabinet, si non, des
seneteurs som nommc!s au cabinet pour les representer; Ie Premier ministre est Ie: chef dll
Cabinet et ses ministres sont responsables des politiques de leurs ministeres: ils prcpar<::nt
lesprojctsdeloidugouvememem.
L' Acte de I' Amerique du Nord britiannique (Aete ANB) par Ie gouvemcment
britannique a fait naitre Ie Dominion du Canada Ie premier juillct 1867!
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APPENDIX B: FEUfLLES POUR LES ETUDIANT(E)S
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Jour I:
En/ants de /a rebel/ion (Julien, S; 1991), IAirinen in French by a Francophone author.
has a Quebec sening, plot, historical and thematic core. Objectives inherent in
intennediate FI history are incorporated into every period of the Enfants de fa rebellion
daily lesson plans, and fonn 'The 'CLASSE' Model offntennediate FI History', This
model may clarify for facilitators and students some of the primary reasons why we study
history as they begin the unit:
The TLASSE' Model of InlelTllediate Fl History
I, increase Cullural awareness of students' O\~llcultureand the target culture,
frartcophone Quebec today and in the early 19th century;
2, improve French Language competence and acquisition;
3, gain an elevated Appreciation for the values and benefits of historical fiction, in
summary. helping students to be more creative and divergent thinkers, socially adept,
and overall better citizens;
4, increase knowledge and pertinence of Social Studies to everyday life;




Students asswne roles in the cooperative learning strategies they employ_ For
example, one person may be the leader, ""ith the task of directing the task for the group,
such as by ensuring that each member has the opponunity to panicipate and offer ideas
and opinions. The encourager has the role ofgiving feedback and positive comments to
other members. The time keeper has to ensure that they respect time limits, to answer the
question or problem within the alloned time barriers. The secretary has the role of
keeping official notes on what is discussed and concluded. although each member may
need to do this. The secretary may have the job of preparing the final copy on overhead
transparency, bristol board, etc., for presentation to the entire class. The observer may
have the task of objectively evaluating the group work dynamics, and is nonnally a
member of another group to further this objectivity. The speaker has the role of verbally
explaining the group's findings to the class using the final copy from the secretary. These
roles fluctuate with each new activity, giving members shared responsibilities and
exposures to different academic and social skills. Group and individual evaluation grids
for group .....1lrk are available in the Appendix C.
The high level of exchange that occurs in French enforces development of Fr.::nch
language competence alongside acquisition of historic knowledge and application
Members in larger groups, as opposed 10 diads or triads, tend to speak French more
often, perhaps because they can implicitly and e:-cplicitly help one another out when
encountering linguistic or knOWledge retrieval problems (Ford. 1991; Cicurel. 199-1)
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GLOSSAlRE DE TERMES LIlTER,,-IRES
Amagoniste (n.m.): Celui qui soutient Uile [utte et fonctionne en sens cootraire du
personnage principal.
Caraclere (n.m.): Individualile, personnalite, temperament; trait propre a une personne:
air, allure, apparence, aspect. Regardez Ie terme personnage.
Chronologie (n.f.): une succession d'evenements au passe.
Cornedien (n.m.): Acteur, actrice quijoue un role au theatre. au cinema, a la tel~. etc
Comparaison (n.f.) 1. on etablit un rapport entre deux choses qui lie sont g~n~ralcm~nt
pas compare en utilisant comme, que, ou tel. 2. Lorsque il s'agit de com parer ou t":1ir~
une comparaison de deux choses. il faut discuter des differences et des similitudes entre
ees deux choses
Complice (adj): quelqu'un qui aide quelqu'un d'autre a faire un complot ou a commettr~
un crime. i.e. Charles et Vincent sont des complices lorsqu'ils volent Le Visifellr dll soir
du Musee des Beaux An de Montreal. II y a de la complicilc entre eux.
Critique: un commentaire en frome de rapport de !ivre indiquant les bons et les mauvais
aspects d'un roman, d'wn conte, etc,
Denouement(o.rn) !resolution (o.f.): la fin d'une intrigue. C'est la direction de I'intrigue
apres Ie point culminant. C'est iei ou on apprend toutes les resolutions des connits.
Drame (n.m.): des evenements violents, tragiques, ou comiques dans une piece de theatre.
Exposition/introduction (n.f.): Ie debut d'un roman, etc., dont on est prescote avec Ie
conflit, Ie lieu, Ie temps, et les personnages
Fiche descriptive (n.f.)/portrait physique et mental (n.m.): une deSCription des
characteristiques physiques et mentales d'un personnage ou d'une personne. Exemples de
traits physiques: beau, laid, grand, petit, costaud, obese, mince, propre, musculaire, etc.
Exemples de traits mentau.x: intelligent, idiot, courtois. poli, fief, dou.x, gelltil, calrne,
nerveu.x. innocent, meehan!, ruse, debrouillard, inquiel, travaillant, genereux, sage,
instruit, ignorant, corrompu, malevole, charitable, devoue, vertueu.", profane, diaboliquc,
innocent. honnete, modeste, etc. Ces deu.x traits menlau." a'appliquent a Rosalie Cadet.
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Fictif(ve) (adj.): quelque chose d'imaginaire. i.e . Dans Enfants de fa rebellion, Rosali..:
Cadet est un personnage ficlif, landis que les rebellions de 1837-38 se som vraimenl
passees. Donc, ces rebellions sonl de la non-ficlion, tandis que les personnages SOn!
fiClifs, 01.1 de la fiction. Le genre lineraire de ce roman est de la fiction historique. car il
conlienldeselements fictifselvfaisala fois.
l'inattendu (n.m.): des evenemems inattendus qui etoMent Ie lectcur Cl ajoulenl au
suspense. i.e. Ie fait qu'il y avail des voleurs au Musee en meme temps que Charks Cl
Vincent, 01.1 Ie fait que Laurent-Olivier Valois est Ie fils de Mme. Goyette.
Moral (n.m.): la le~on 01.1 Ie theme universel qu'on apprend d'une oeuvre litteraire.
Narrateur/narratrice: la personne au Ie personnage qui racome l'histoire. La narration est
normalement de la premiere personne du singulier (je), 01.1 de la troisieme personne du
singulier, 01.1 une combinaison des dew(. Parfois, Ie narraleur est omniscient. mais ce n'est
pas Ie cas dans En/ants de la rebellion. EI dans Le Visileur dll soir?
Objectivite (n.f.): etre sans prejuges. Le. ESI-ce que Susanne Julien a montre Ies PatrioleS
et les Anglais avec autanl d'objeclivi[l~?
Personnage principaUprolagoniste (n.m.): Ie personnage directemenl implique dans Ie
point culminant de l'intrigue, qui joue Ie premier role.
Personnage secondaire (n.m): un personnage qui joue un role moins importanl que k
personnage principal. Par c:<emple, Mijanou. Nicholas, Emelie. Fran~ois. qui mettem en
evidence Ie personnage principal, Rosalie dans En/ants de /0 rebellion
Roman (n.m.): Une histoire avec des aspects imaginaires en prose, de plus de 10000
mots, qui prtseme et fait vivre dans un milieu des persolU1ages donnes comme reels,
nous fait connaitre leur psychologie, leurs aventures, leur vie. Un roman conlient plus de
personnages qu'une nouvelle, les personnages sont mieu.x arondis, et il est base sur
plusieurs incidents tandis qu'une nouvelle n'en contient qu'une nonnalement.
Suspense (n.m.): moment au passage qui fait naitre un sentimem d'attenle angoissee, OU
Ie lecteur se demande ce qui va se passer par la suite. L'atmosphere, la synta.xe, Ie style.
la description, et la perspective peuvent toutes conuibuer au suspense.
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Jour 2, Tache.'!2
I" Pourquoi utilise-t-on Ie noir, Ie blanc, et lejaune sur la couverture? QueUes en sont de~
connotations? Quels drapeau."'C parugent ces couleurs? Discutez des am graphiques
surlacouvcrture.
2. Lisez la fenelfe sur Ie dos du livre. Est-elle "infonnalive, expressive. incitati\"e ou
poetiquelludique"? Expliquez..
3. De quoi s'agit-il?Que remarquez-\·ous a propos de:
a)ladedication.
b) l'Avisaux lecteurs,
c) les titles des chapitres dans la Table des matieres (dennotations &. connotalionsl.
d) Dales et evenements. pp. 182-184.
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En comm~n~anllour 2:, remplissez cene fiche continudlemnet a chaque chapitrc.
Journal· Ie Role des femmes dans En/ants de fa rebellion (Julien S 199 I)






lour 3. questions de comprehension de lecture des chapitre 1·2
1. a) Expliquez la mise en scene au chapirre 1 et 2.
b) Que signifie lestitresdeschapitres 1-21
c) Situez Saint-Antoine sur-]e-Richelieu (p. 22) sur la cane (p.72)( +- Appendix A).
2. a) Mijanou et Nicholas, en quai sont-its des adolescent typiques?
b) Y·a-I·il des differences au des similitudes enlre des freres et soeurs que vous
connaissez (au les vl)tres) par comparaison a Mijanou et Nicholas?
3. a) Qui sont Rosalie ellulien Cadet?
b) Comment chacun est-il traite par son pere? Par sa mere?
4. En vous rHerant avos nOles (Appendix A) el a votre livre. expliques les lcrmes
suivant:
a)leConseill~gislatif
b) Ja Chambre d' Assemblee
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lours 3 & 4, Questione sur les chapitrcs 3~
Questions:
I. Quesignifielestitresdeschapitrs 3-4?
2. Les jumeaux se font un pacte. De quoi s'agit-il? Quelle est I'atmosphere ace moment?
(pp.30-31)
3. Pourquoi Rosalie trouve-t-elle que Amelie est une fille inutile? Etes-vous d'accord?
Est-eesa faute?(p. 39)
4. Qui est Louis Marcoux? Isidore? Fram;ois?
5. Donnez six les 92 resolutions de 1984? Qui en emil Ie maitre? Pourquoi a-t-on crc!c!
ces resolutions dans Ie Bas-Canada?
6. A l'aide d'un diagramme, expliquez Ie sysleme gouvennental au Bas·Canadaen 1937.
En quoi erait-il injusle? (pp. 52-53) (Appendex A)
7. Y-a-I-il des pays au monde de nosjours ou ce genre de systeme gouvememental est
encore en pratique?
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Jour 4, Tache #2, vocabulaire el espressions idio!Tlllliql.les: ch.I-4
Listel: Quellemps moche! (P. II), menu(e) (p. 12), malice (p. 12), eberlue (p. 12)
fouiller«p.13)
liSle 2: reliques (p. 13), C'eSI fichu (p. 15). un marche aus puces (p. 17).
epoussener(p.17). basculer(p. 18)
Liste 3: complice (p. 21). Janguir (p. 11). un sac aouvrage (p_ 13), enfouir (p. 28),
bauder(p.29)
lisle 4: bandir (p. 33). une relenue (p. 37). coquene (p. 39). accroche(e) (p. 43).
coniser(p.45)
lisle 5: lenace (p. 47). talonner (p. 47). balbuliemenls (p.51), songer (p. 53),
dOuaIles (p. 54)
liSle 6: nostalgie (p.5;), epier (p.56), brouille (p.57). hausser (p.58). repousser (p.60)
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Jour 5, Tache #2, Counes riponses, d13pitre 5, Amour et amilie. pp. 61-84.
I. a) Quel est Ie QlfilCtere d'Jsidon: enven Rosalie? (P. 63-65). Commenl Ie; jeunes g~ns
tiagissenl-ils aujourd'hui quand ils s'inlen:ssenl a quelqu'un?
b) Pourquoi Ie chapitre 5 s'intitule-t-il 'Amour et amilie'?
2. Commenlle gou~rnementbritannique el Ie gouverneur sont-ils depeints a la page 67.
Quels sentimenlS leur.> aClions provoquem chez vous?
3, Vous vous rappel1ez des 92 Resolutions mentionnees a la page 67? Faites-en unc liste.
4. Regardez Ie journal au:« pages 70·71. Situez Saint-Ours sur 101 cane (p_ 72 +
Appendix A). Faites-en une elaboration imerrogatoire: OU, Qui, Que, Quand. Pourquoi.
Comment?
5. Discutez de M. P.apineau (p. 76), & des Fils de 101 Libcrtc (p. 81·82) (Appendix:\ &
Ie livre). Quels leaders contemporains posstdent des qu.:llitcs semblables?
6. Que fonl-ils Ies patriotes pour punir les Bweaucrates? (P. 77.78)
7. Indiquez el commenlez les indices du role des femmes au chapitre 5.
129
lour 7, Tache 2. leu de roleNocabulaire
(A) (3 personnes): Mijanou et Nico[as s'ennuyent. tis demandent a Mammie s'ils peuv.:nt
fouiller dans Ie grenier. Fina[ement, ils trouvent [es portraits et [e journaL et se font un
pacte(pp. [-30).
Vocabulaire: (a) Que[ temps moche! (b) tberlut (c) malice (d) fouiller
(8) (2 personnes) Les Cadets visitent Saint-Denis. lulien et Framrois passent leurs temps
a discuter de po[itique, de patrie, et de droilS. (pp. 38).
Vocabulaire:(a) C'est fichu! (b) rendre '!isite.a quelqu'un (c) Papineau (d) les Fils
de la Liberte (e) Ie Conseillegis[atif, Ie Conseil executif, l'Assemblee
(C) (2 personnes) Amelie Desrivieres et Rosalie s'entendent mal. La mere de Rosalie
approuve Emilie. (pp. 39- 40)
Vocabu[aire: (a) un sac aouvrage (b) coquetle (cl se menre en valeur (d) du
barardage incessant (el cortiser
(D) (5 personnesl lulien, Rosalie, Isidore, Amelie, et Fram;:ois se promenent en discutant
de lapolitique (pp. 41-46),
Vocabulaire: (a) Louis Marcoux (b) Vive [a Pattie! (c) 92 Resolutions de 1834 par
Louis loseph Papineau (d) Chouayens, Bureaucrates, Patriotes
(E) (3 personnes) Ju[ien et Rosalie, chacun.a son tour, se font faire photographier par un
photographe anglais de Montreal. Julien et Rosalie discutent de la techno[ogie. (pp.49·50)
Vocabulaire: (a) une robe b[eue au col de dentelle (b) frissonner (c) un secretaire
(d) un apparei[ a photographier (e) perfectionner
(F) (2 personnes) lulien explique Ie systeme gouvememental il sa soeur.(pp. 52-53)
Vocabulaire: (a) son assemiment (b) chanceox (c) une Chambre d' Assemb[ee. Ie
CooseiJ legislatif, [e gouverneur, Ie Conseil executif, les 92 resolutions
(0) (3 personnes) Isidore demande la pennission au Notaire Cadet de cortiser Rosalie
Rosalie en discute avec son perc et reflechit la-dessus a haute voix en pensant a sa mere.
entteoutte. (pp. 57-59)
Vocabulaire: (a) en amiti!! (b) preter attention aquelqu'un (c) tenter sa chance (d)
se semir depasse par quelque chose (e) songer
(H) (2 personnes) Isidore et Rosalie discutent de leur sentiments (pp. 63·65)
VocabuJaire: (a) une berceuse (b) Wle belle demeure (c) enjoue (d) antipathie (nt)
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(I) (4 personnes) Franl;=ois, Julien, Isidore. et Rosalie assistent iI une assemblee e....cit:l.nte
de Pauiotesa Saint-Ours Ie 8 mai 1837 (pp.70-74)
Voeabulaire: (a) "a !lane son orgueil (b) etre grouillant de monde (el hausscr (d)
la contrebande (e) un gouvemement meprisable et indigne (f) les orateurs
(1) (3 personnes) Rosalie revoit Isidore Desrivieres et Fran"ois Huben, apres un mois, Ie
is septembre 1837. lis discutent des Fils de la Libene, Puis, Rosalie leur confie qu'elle
tie puit malheuresement cpouser aueun des deux hommes. (pp.81-84)
Vocabulaire: (a) les Fils de la Liberte (b) un manque d'armes (e) tarder Cd) une
grande maladresse (e) etre malhabile (f) des pretendanlS (g) la vocation religieuse
(k) (2 personnes) A Saint-Charles, vers Ie 23 octobre 1938, Papineau & Nelson, ['elite
des Pauiotes, different d'opinion devant une grande assemblee (pp. 87-89).
Vocabulaire: (a) une reunion (b) des pancartes (c) vehemenlS (d) pretendtc
quelque<:hose (e) des tyrans
(L) (2-3 personnes) Ie 23 novembre 1837 il Saint-Denis, Rosalie soigne des soldats
Patriotes blesses et discutent avec eu." de leurs families. des batailJes, etc, (pp. 92-95).
VoeabuJaire: (a) I'ancien cure (b) les habitants (e) couler des balles et fabriquer
des cartouches (d) Ie chefincontestc (e) un delaehements de soldats anglais ([) des pique~
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lourS, tdche#2
Chapitre 7. Deraite: Discutez-en:
I. Discutez du role des femmes a I'aide de la fiche du role des femmes
2. Dans I'atlas, trouvez Saint-Denis et Saint-Charles sur des canes topographiques. el
tracez un chemin de Saint-Marc aSaint-Antoine (po (04). Calculez les distances entre
ces points avol d'oiseau.x et en suivant une route de votre choix.
3. (a) Que remarquez-vous apropos du terrain? Que representent les symboles sur ks
canes de cene region?
(b) Comment, pensez-vous, la region a-t-elle change depuis 1837? Discutez des
modifications dans Ie transport, dans les inductries, et dans Ie style de vie
contemporain des habitants de la region depuis IS37.
4. Expliquez In metaphore a la page 107 (Presque tout Ie village etait 13 proie des
flammes). Comment est-elle imagee?
5. Expliquez pourquoi Susanne lulien a choisi les mots soulignes dans la phrase suivante
aulieud'aulresmots?
~,jeramassailefusildcl'hommeetjetiraisur~
qui flmOO sur moi
Par exemple, elle aurait pu ecrire a la Rambo, quelque chose de ce genre:
'Ne voyant que rouge,je ramassai Ie fusil du Putriote mort. J'avais la vengeance
qui brulail au fond de moil le tirai sur Ie premier ooldat anglais qui osa s'avan~er
vers moi. II tomba par terte. Je criai d'unejoie sauvage et anendai la prochaine
victime malheureuse acroiser mon chemin. 'Viens amama,' je chuchotai entre
levres senees avant de cracher .. 'Mama veut te faire la bisel'
6. (a) Que pcnsez-vous du pillage decrit ala page IIO-112? Relisez la description des
Paniotes comparee acelles des saldats anglais et des loyalistes. QueUes differences
remarquez-vaus?
(b) Y-a-t-il une equilibre entre la fa~on dont Susanne Julien traite les Patrioles et ceu....
qui s' y opposent (Bureaucrates, Anglais, membres du Doric Club, Chouayens, etc.)
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Trouvez plusieurs exemples pour soutenir votre reponse dans Ie roman des Ie d~bUl
7. (a) Isidore est mort. QueUes en SOn! les implication par rapport au..x personnages dans
Ie roman? (p.IIO)
(b) Pourquoi Julien, pensez-vous, a-t-elle choisi de faire mourir Isidore?
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Jour 9, tichc #1, revision du conditionncl













































~fets les passages suivants au passe et au conditionnd present.
l.Sinous~ sCtrs dece que nous~nousn~ pas de problemeit d<icider
de notre avenir. Mais aloTS, nous~ differents des autres jeunes.
2. Ah, si seulement on me~!Vousne~ pas queje.il.l.iistupide au
paresseux, vous~ que je suis un genie. vous VOtiS ~compleque Ie monde.ma
meiHeur s'il y l!. plus de gens comme moi.
3. Si vous vous~ a cinq heures du matin,et si vous~ une heure a faire de la
gymnastique, si vous vous~a etudier asix heures...~-vous plus heureu:o:?
~-vous plus de succes?~vous des resuhats sensationnels? ~-\"ous
repondre a toutes les questions? Ou vous~-voussur votre chaise il onze heures?
Unemaisonideale!
Unjour,je (vouloir) avoir une maison ideale, rna maison ideale (etre) au bord de
la mer. J'ai des idees pft{:ises sur sa situation et sa description.
Dans la maison queje (vouloir) avoir, il y (avoir) des pieces qui (etre) grandes et
avec une belle vue sur la mer. Pas de jardin, mais vous (admirer) une plage de sable dorC.
et des bateau.'( aI'horizon.
Au rez-de chaussee, a droite, il y (avoir) [a salle de sejour. Ce (eire) la plus grande
piece de la rnaison. Le divan (etre) en face de la grande cheminee de pierre, avec des
fauleuils assonis. Sur la table basse, et parlout dans la piece, il y (avoir) des fleurs. Ce
ne (etre) pas des fleurs en plastique, ce (etre) des fleues fraiches. 11 y (avoir) un grand
meuble contre Ie rour, avec une place pour 1'C:leclrophone. J' (avoir) lant de disques. de
cassettes! II y (avoir) des haut.parleurs a chaque coin de la piece, et la musique (etre)
merveilleuse, surtout Ie soir. La grand etagere, sur Ie meuble, (eire) couverte de livres el
d'albums. Le mur en face (eire) couvert de tableau.'(.
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Jour I:!. lache #:!_ Questions sur chapilre 9, .Demiere ch3l1ce·. et b conclusion
I. (a) Disculez des moyens legaux de M. Goyette aresoudre des problemes (p. 15\).
compare acewe: des Patrimes et des gens au pouvoir. Pourquoi les Patriotes ont-ils
faitappel a la violence(p. \62)7
(b) Pourquoi utilise-t-on I'armee pour resoudre nos probJemes (p. 163)7 Y-a-t-il (et Y-
avait-il) d'autres possibilites pour maintenir la pai.'( en satisfaisant tout Ie monde'?
(c) Disculez-en: la plume au I'epie, laquelle estla plus puiss3nle?
2. QueUes sont 2 causes de la perte des Patriole a la page 1527
3. Comparez Ie pillage aSaint-Antione (p. 153) aux evenements de Kristallnacht en
AlIemagneNazie.
4. Comment expliquez-vous Ie changemeot dans Ie caractere de Julien en haut de la page
155? Pourquoi semble+il avoir mis acote taUS ses penchants patriotiques?
5. Ajoutez des indices sur Ie role des femmes aVOlre liSle, a la page 155. 160. 163, 165.
17]-178.
6. Trouvez les villes a la page 72 sur vas canes (Appendix A).
a) Quelle resultatsde guerre decouvre+on a la page 160?
b) Comparez [a reaction de Rosalie face ala mort de sa mere (p. 161) acelie de son pere
(p.137).
c) Discutez du presage it: la 170. ettoute cene histoire de Laurent-Olivier et Mme.
Goyene (p.173-176). Est-ce realiste?! Ce sous-conflit, fait-it souffrit i'integrite du
roman. ou non? Pourquoi?
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Jour 14, Lache #2:joumal: Pomait physique et mental de Rosalie
Completez celie fiche comme un brouillon avant d'tcrire une bonne copie. Fournissez 2-
3 preuves lilies du roman pour chaque caractenslique et les pages correspondames.
Ecrivez une conclusion concise de 3-6 phrases. Employez des mots de transition.
Enfants de la rebellion (1991) par Susanne Julien, a ete publie par Edilions Pierre
Tisseyre aVille Saint-Laurent. Dans ce roman, deu.x adolescentsjumeaux
contemporains, Mijanou et Nicolas, rendent visite i leur grand-mere a Saint·Remi. Dans
Ie grenier, ils trouvent Ie portrait et Ie journal de leur ancetre, Rosalie Cadet de Saint-
Antoine-Sut-Ie-Richelieu. Grace i I'interet provoque par Ie portrait de Rosalie ella
decouverte de son journal dans une potiche cassee (p. 22), Mijanou et Nicholas
entrepreIU1ent la lecture dujournal. Selon Mijanou, Rosalie "... a de beau.x grands yeux.
un visage delicat mais 1'air un peu trop serieu.,," (p. 45). Puis. c' est Rosalie qui dc\'ient b
narratrice principale, elle protagonist majeur, lorsque lesjumeaux contemporains
continuent la lecture du journal regulieremenl. Le premier article du journal se fait Ie 2
fevrier, 1837, la 17ieme annniversaire de Rosalie et sonjumeau, Franl;:ois (p. 22), et se
tennine Ie 21 mai, 1939. En plus de discuter de ses conflits tamiliaux, Rosalie commeme
la societe a celie epoque, surtout ses experiences par rapport aux rebellion de 1837-38.






















2. 2 traits pour Ie decrire
3. 3 mots pourdecrire la mise en scene
~. 4 mots pour decrire Ie contlit e:-;terieur
majeur
5. 5 mots pourdecrire Ie conflitinlerieur
majeur
6.6 mots pour Mcrire I'apogee du suspense
7. 7motspourdecrire la resolution duconflit
exterieurmajeur
8.8 mots pour decrire [a resolution du conDit
interieurmajeur
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APPENDIX C: FICHES O'EVALUATION POUR PROFESSEUR ET ETUOI."NT(E)S
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Jour 10, tfiche I, quiz sur ch. 8, Mon beau patriote
Menez vrai (V) ou faux (F) apres chaque phrase pour #1-6:
I. Les Patriotes ont anaque Saint-EuSlache et Saint-Benoit.
2. Laurent-Olivier Valois, lejoumalier que Rosalie avait aide a Saint-Charles, se
retrouvent dans la meme cellule en prison que FraniFoiS.
3. Les patriote avaient une bonne armee avec de bonnes munitions.
4. La plus grande surprise qui est advenue i Rosalie depuis lonhtemps est que sa mere est
5. Des gardiens harcelent Rosalie et I'un d'eux tente de 101 molester
6. Theophile Goyene, un avocat, vient au secours de Rosalie 1a deuxieme fois elle se fait
harcelerpardesgardiens.
Menez 101 boMe reponse dans Ie vide pour # 7-13:
7. Rosalie se denil;he un emploi comme chez une vieille dame qui vit a\'CC
son neveu.
8. __ faisaientde la chasse au patriote,comme on chasse Ie lapin.
9.11 sembieque leschefs patriotesetaient de veritables __
10. Pour faire rire ks autres, Laurent-Olivier a essaye de convainl;re un gardien protestant
desefaire _
II & 12. Selon Rosalie, il ya des __ etdes jetes a 101 rue par dessoldats
anglais et des bureaucrales, qui doivent maintenant mendier pour leur subsistance.
13. Rosalie accepte un poste de chez les Goyenes.
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Jour 10, rOche #1. mini.projer d·histoire. 60-75 minutes
Fiche I: bandes dessinees: divisez votte fiche en 11 panies egales. Dessinez ~
evenements imponants de chacun des chapitres 6, 7. & 8. Ensuire, creez des captions Ii.
menre dans la panie inferieure de chaque carre.
Fiche 2: Faites une fiche descriptive de Rosalie en forme de toile d'arraignee, avec son
nom entier dans une bulle au milieu, une bulle dont Ie titre majeur et "aspect physique"
une autre dont Ie titre majeur et "Ie lieu par rappon a. Rosalie dans Ie roman", 2 ;lutres
intitulees selon votte opinion de ses 2 carncteristiques dominantes. Toutefois. il faudr.lll
ajouterdes preuveslexemplesetlespagesouel1eslils se rreuvent!
Fiche 3: Definissez Ie lerroe conm!. Divisez une fiche en douze carn~s egaux. Discutcz d.:
4 conflirs dans Ie roman, et precisez si dans chacun. il s'agit d'un conflit inh~rieur au
eXlerieur, et s'il est humain contre humain, humain contre lui-meme au humain contre
nature. Faites des images pour represemer Ies conceples de chaque bulle. Comm.:
toujours, indiquezles pages d'ou viennem vas preuveslreferences.
Fiche 4. Choisisssez n'impone quels trois ar1icJes de journal de Rosalie des chapitres 8-9.
Faites une Iigne temporelle pour chacun avec les evenements majeurs en ordre
chronologique. Donnel. un titre signifiant a. chaque ligne. VallS pouvez egalement faire
desdessinsteliesauxevenements.
Fiche 5: Creel. un collage en utilisant des images tirees des magazines. Ce collage doit
representer un theme central dans En/ams de la rebellion. Ecrivez des notes sur des
petites cartes pour votre e:'\:plication. Anention de faire des analogies aussi!
Fiche 6: Construisez des mots mnemotechniques pour Ie vocabulaire suivant des
chapitres 5·8. On va photocopier votte praduit final pour distribuer fa la cJasse
Rappelel.-vous de verifier Ie contexte d'abord!
I.e.: un baurne pour nos petits rnalheurs (p. 138): draw a picture ofa bow that covers a cut
finger. Then you associate "baume" v.ith "bandage au "du soin", which is the coneci
contextual meaning.
ChapjlTS: 5 AmQllr (;t amitje
A) ..un gros matou faisant la grasse matinee (p. 61) B) une berceuse (p. 63)
C) (ne ... pas) avoir [a langue dans sa poche (64) D) Mcs pensees \'oguaienr (p. 66)
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D) se demener (p. 73)
Chapitre 6 Vjclojre
E) des textes enfiammis (p. 85) F) inevitable (p. 87) G) Doric Club (p. 90)
H) Chouayens (p. 92)
Chapjrre 7 Defajte
I) abauu(p. 104) J)grommeler(p. (09)
Chapjlre8 Mon beau parriQ1e
K)joumalier(p. 120) L) eclaireurs (p. (22) M) les pieds engourdis (p. 124)
N) gages (p. 146)
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10=1: presentation orale - fiche d'auto-evaluation televe)
(#1·2 adaplees du Fram.ais Immersion 7. 8.9. Program d'ewdes. PilOI [dilion r/99j-9fJj.
I.Conlenu
(a) Que veu.x-ru expliquer dans la presenlation?
I1.lnformarions
(a) AS-IU toutes les infonnations neeessaires sur ton sujet?
Oui__ Non__
Explique: _
(b) As-tu assez de d':tails dans chaque partie?
Oui__ Noo _
(c) As-tu des infonnations qui sont nouvelles a tes camarades
Oui__ Noo _
(d) Fais une liste des faits qui leur sont inconnus.
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declasse?
III. Interet des Inform:uions
(a) QueUe partie de ta prescmation sera In plus interessunt~?
Expliquepourquoi: _
(b) QueUe partie de 13 presemation sera la mains interessante? Que peux-tu faire pour
que c;a devienne plus interessant? (objets, images, gestes, musique. etc)
IV. Organisation du contenu






(b) Quels changemems devrais-tu faire.i I'imroduction. au d':veloppemem et ilia
conclusion?
v. Sones d'expressions (faits et opinions)
(a) Est-ce que (U n'as presente que des faits?
(b) As-tu donne des opinions?
(e) As-tu donne des opinions que Iu ne peux pas soutenir?
VI. Informations de plus
(a) As-ru prepare une liste de questions que tes camarades de classe pourraient Ie poser
aprestapresemation?
Oui__
(b) QueUes sont tes reponses:i ees questions?
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Journal: fiche d'auto-redaction pour travail oral ev·ou cerit (elen~)
IJ faudrait que vous mettiez cene fiche dans votre journal. Repondez aces
questions tappees a l'ordinateur.Je peux transmettre [a fiche sur votre diskette.
I. Y-a-t-il des mots anglais dans ta presentation? Remplace -les avec des mots franlfais
2. As-IU bien employe: vouslvotrelvos/sonlsalses?
J. As-tu souvent repete des mots tels que: chose, avoir. etre, faire, bon, petit, grand. etc?
Quels mots peux-tu utiliser pour les remplacer?
4. (a) Quelstypesde verbeas-tuutiJises? Pourquoi?
(b) As-tu veri fie si les temps de verbes etaient bien employes?
5. (a) As-tu repondu aux questions: Qui; Quoi, Quand. OU, Pourquoi?
(b) Fais une liste d'exemples de ces questions.
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6. (a) .-\S-IU fail differemes sOrles de phrases (questions, commenL;lires. ordres. simpks
etcomplexes)?
(b) Donne des e)(emples,
7. AS-HI utilise des mots de transition dans ta presentation leis que: en plus. d'abord.
ensuite,enfin, etc.?
8. (alQuelsmolSdifficilesa prononcer?
(b) Demande de I'aide aquelqu'un.




(b) Que peu,'(-tu faire pour ameliorer 13 presentation orale? Essaye d'ameliorer Ion
expression
1:50
Journal: fiche d'auw-redaction pour travail oraletlouecrit
lisle d'erreurs rypiques acocher.
Est-cequej'aiconige:
Ie genre <Ie .. masc., la'" fern., les = pluriel)?
Ex: un bon roman ou une bonne roman?
Ie passe compose (au.x. + p.p.)?
Ex.: J'ai mange Nous avons repondu
Tu as mange vous avez fini
lVElie/On a repondu IlslElles ani fini
"MRS. VANDERTRAMP (ces verbc:s
prennen! l'auxilliare bre + p.p.
I'imparfait (racine de 'nous' au present + -ais,
-ais,-ait,-ions, -iez, -aient)?
NousjouQllS.
Ex. Je jouais Nous repondions
Tu marchais Vous finissiez
IlIElleiOnrepondait llslElies finissaient
les homonymes. tels que: son, sonl; rna, rn'a,
etm'as; aetas; c'est. ses, ces, sais, sait; aller,
aile; marcher,marche; fini,finit,etc.?
la bonne orthographe?
Ex. bilingue ou biJangue?
lesanglicismes?
Ex: Je suis 13 anslJ'ai 13 ans?
Je suisfinilJ'ai fini?
Je regarde pour quelque choselJe cherche
quelquechose?
J'ai passe letest/rai reussi Ie lest?
15l
ou, NON
Journal: travail de groupe - auto-e\'aluation . Enfanls de af r,}bdliot/
Nom de I'eteve: _
Cerclez Ie chiffre qui correspond avotre




2. Je me suis concen!re entierement sur Ia
tiichequ'onavaitafaire
3.J'elaisrespectueuxenverslesautres
membres du groupe, en ce qui conceme
leursopinionset idees.
4. l'ai panicipe a pan egale, en donnant mes





Commenlaireslplans pour ['aveniren ce qui conceme cette auto-evaluation:
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Professeur: evaluation du journal
La note pour Ie journal sera sur 20. Le journal comprend des questions et des liches
d'auto-evaluation.
Lejoumal va compter en histoire comme un projet (30%). Entendu, Ie travail que vous
faites Ii I'ecole par rapport aujoumal pn!senle des occasions d'evaluation orale et de
participation supplememain:s. Ce journal est une partie signifiante de la session, et tout
Ie monde devrait en faire leur meilleur effort










manquem. L 'effon est faibk.
Tout yest inclus et suffis:ml.
Rien de plus n'y a~teajOUI':
Tout Ies articles y sont
indus, !es reactions
expliqutes, et tu as fait des
dessins.
Pareil que 7, mais en plus tu
astrouvedespoemeseuou
cite d'autres personnes. Cll<:S
reactions
Pareil que 8, plus tu \" as
























Note sur les fiches d'auto-evaluation: /5





jour de retard......u bout de 3
jours,ousij'aidejiiremislcs
joumaux,votrenoteseraO%




AcnVITES de POST-LECTURE SUR En/ants de fa rl?bdlioll
Vous pouvez travailler seul au dans un groupe de deux a cinq maximun dependant
de I'activite choisie. Chaque eleve doit choisir l'une des aClivites ci-dessous et faire une
presentation devant 101 c1asse d'une duree de 3-4 minutes pour ehaquc personne dans Ie
groupe. Une note sera accordee pour l'oral et l'ecril.1I faudrail chercher et employer des
documents authentiques, leis que des costumes, des objets mentionnes dans I'histoire. de
101 musique, des posters, des photos ou images. des projeclUels, etc. On suivra Ie processus
d'ecriture pour ce faire. Soyez cn!atif et original! Essayer de faire appel a autant des cinq
scns quc possible.
Rappellez-vous qu'i! est interdit de copier direclement d'un livre, journal, etc
Dites et ecrivez tout dans vas propres paroles. En outre, il faut employer de nouveaux
mots de vocabulaire quand convenable. Vous avez un cycle de preparation, soit 7
periodes en outre que votre travail individual chez vous, pendant Ie dejeuner, etc.
Plusieurs pc!riodes seront utilisees en fran~ais et en histoire, mais it faut que vous en
fassiez it vas besoins lors de 101 salle de c1asse. On suivra Ie processus d"~criture pour ce
faire
Evaluation: l. Travail ecnt (350 - 500 mots chacun) 2. Presentation orale. fl n 'est
pas necessaire que les deux correspondent J'un;i I'autre parfailement. Par conlre, chacun
doit etre d'un effort impeccable en respectant les rtgles et les structures de 101 langue
fran~aise.
I. Dessinez une ligne temporelle demontrant Ie deroulement de I'histoire du
commencement jusqu'a sa fin. Discutez de l'atmosphere, du lieu, du suspense. et des
persolUlages principaux et secondaires. (1-3 personnes)
2. Failes semblant d'etre Rosalie au Julien Cadet. Expliquezquelques e\'enem.::nls
imponants des demiers mois. (1-2 personnes)
3. Vaus avez 1u d'autres livres ou il s'agissait d'unjoumal, commecelui d'Anne Frank.
Faites-en une comparison des techniques narratifs, au une comparaison thematiques,
sociale au politique. (1-3 personnes)
4. Composez un poeme qui illustre les sentiments de Rosalie it travers ses peripeties
majeures. Faites une illustration pour accompagner chaque strophe. (1-2 personnes)
5. Ecrivez une scene theatrale basee sur deux ou trois chapitres tires du roman el faites la
performance devant la c1asse. (2-5 personnes)
6. Du cote de la fiction, II y a des incidents dans ce roman qui semblent reels et d'aulres
qui Ie sont moins. Decrivez-Ies. (1-2 personnes)
7. Montez un spectacle de mariolUlettes base sur une panie de ['histoire qui contient
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beaucoup de suspense. (1-5 personnes)
8. Ecrivez 2·3 aniclesdejoumallO.i30 ansapres [e 21 mai 1939. comme si vous eticz
Rosalie Cadet, e, en vous tenant compte des revelations de la conclusion. (I personnes)
9. Vous etesjoumalisle pour 'Le Gaboteur'. Ecrivez unecrilique litteraire sur Enfantsdc:
[a rebellion. (I personne)
10, Ramassez un nombre d'objets du roman et presentez-les en ordre chronologique.{ 1-2
personnes)
[ I. Comparez les conflits de Rosalie dans Enfants de 10 rebellion a ceux de Charles et
Vincent dans Le Visireur du soir, ou a celie de Manin dans Aller-retOl/r.. ([-2 pcrsonn~s)
12. L'injustice et Ie courage sont bien depeint par Susanne Julien dans Enfonts de fa
rebellion. Discutez de ce commentaire. (1·2 personnes)
[3. Jouez Ie role d'lsidore ou de Fran.yois. Expliquez comment VOllS a\·ez conise ROSJli..:.
pourquoi eJle VOllS a rejete, et ce qui est devenu votre vie tors de celte rejection. (1·2
personnes)
14. Composez un fable qui illustre la bataille au Doric Club. aSaint-Denis, au a Saint-
EUSlache. Choisisscz des animau.. qui representent les personnages principaux. Expliquez
votre fable, en Ie comparant au roman a ['elude. (1-2 personnes)
15. Le traitemem des femmes par d'autrui et Ie role des femmes dans Enfonts de: ta
rebellion sont choquanlS a nos sensibilites modemes. Discutez de cela et recherchez un
aspect historique du mouvement suffragettelpartisane au Quehec. au Canada, ou aTelTc,
Neuve. (1-3 personnes)
16. Faites une comparaison de I'ancien systeme gouvememenral au Bas- et dans [e Haut-
Canada par rappon au gouvemement de nos jours. Que constatez-vous? (1-2 personnes)
17, Recherchez les causes des rebellions de 1837-39. Que se passait-il dans Ie Haut
Canada a celte epoque? (I -2 personnes)
18. Faites une biographie de Louis-Joseph Papineau etlou de William Lyon MaCkenzie ou
faites semb[ant d'etre un de ces personnes et racontez votre vie. (1·2 persol\fles)
19. Comparez les evenements au Doric Club a ceux du Taverne Montgomery. (1-2
personnes)
20. Lisez Ie livre Les Fils de [a liherte par Michel Caron et comp[etez un rapport de IhTe.
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(I pe~onne) Si VOllS eteS deux, comparezquelques aspects des deux romans.
21. Presentez les sites et les activiles lourisliques relies aux batailles decnles dans Ellfim[~­
de larebellionalaclasse.
22.Analysez l'objectivile de la narration dans En/ants de fa rebellion. (1-2 personnes I
23. Faites Ie proces d'un des personnages suivant dans En/ants de la rtibellion- Julien
Cadet ou Jean-Fran~ois Valois. Demandez des fiches sur '·Comment faire ie proces d·un




Faire Ie prods d'un pl!l'$onnagt dans un conte, un roman,
tiC...
Cc:t eAetcl« peut tile fJ.it ~'e(" 1I';mpgru ql,lClle hi$tom: n suffi! que "OIlS ~~cz
unpeudep:u;en.;•• buucoupd·en!housiurno:etqlle,ouspr"fW"Ub..n'os
"lhei
Commen, p<o.:e.kr' u m~JOf'tl de I'IOS tl~'es conll.l.tSKnt d':j)) pev lIfeS Ie
syileme Jvdici~ire pvilqu'ils re,1rdent lks "missionl ~ I~ ,011" du ,.enr. ~L..'"
L~w. Auui.u'l)u,erez·"ousci·jointun,uidc Ires ieneral Si '·ouScllerchu
I"lul/'lcnociuL il eSlllts f~ilc d'obteftu des doc:umeftlS lou memo d·~lter Usil,e,
.Ii vn proUs n f,a~aisl .Ii la COUt pro'·'lIC~l.qu' 'ous ,ndiqueron\ auos, 'Iuds
SON let rOlet de dwtue puuci~fII (huisoo. iu,e. 1'CIC~1, dC I Pout ~ ele'ei
plus lI,el.. donnu-It:ur 11 licht: de K rcnsc;,ner.
Ouque fois que f~ Q~l''' ceei ,'a: mes clt'ei fu fr:Ino;llS c~rc. ,ftcc"l,f
C( en ,mmcnionl. cell DOUt I pris de l.li ~ penodei (de: 7S minu\esl·
11) une pCriode de p,CpJr11ion()'compnsleccmpo;qu·tmtie'JltpJ.SleriIJ Ie·
~1Ien:1Ie de II procedurel,
fbluncperiodcfoudeu... cellmar-:!>e"lllnen,bienecqI>ClesJ'·OCJI$'eU!cIl'
,nc.rr"l'" <:t~onu",nlCrroectk<ilimo,n5 plvs d'une iOosl P"'" Ie pn)o:t'lIu,·
memeel,






SCARBOROUGH BOARD OF EOUCAnO:i
Benais. M-H. (1995). A Touch of. , , Class! Faire Ie proce-s d'un personnage dans un






.... ~·3nl Iu I. coni. de ~hupu~aM. il nOll~ faul mainl.n3nl fair. k prod's d. la
,·.u,. Sa'ennl. Ell. ell lC'U~~. d. m.um•. Pt~p;lrn IOn pIOC"~







(.) le~ tCmOlnlde morali,c
(f) r.~eu.to
(,I lei reponers de lat.le























•Le."",,,,, •• d•• """'C IOn."".limo.n.o::ultj"'...nl'~".d.moulj.e
·L.. '.Jl'>I".'I.,I•• jOU Io11....." ..."'.IIS!-tdeju.,.'
Ibl prepllr•• '011'. ,35., (blpr.p;>fczl.s ,tpliquc:. (bl P'"lW.1; 'OtH cou.,
~O'l,emO'nl duhuissi.l.tlc _ol ••mo,n.
discour1dujuge
1~' pr.pare! 'OtrC leI prtpuules uti.l.s.11 (.) p'.p3le. "Oln
discoun'nu;al.' oul•• r.porugespo"r dllCOIInin;ual.1
final lalelCJ1e.joumau~ finaJ
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Professeur: grille d 'evaluation, I'oral et I'eerit: En/ants de /a rebellion
Nom de I'eleve: _
Titre de la Presentation:' _
I. VOIX (diction. intonation, debit, intensitc, I 2: 3 -+ j 6 7 8 9 10
prononcialion)
2. QUALITE DE LA LANGUE 12: 3 4 5 6 7 8 910
(grammaire, vocabulaire, style)




5. QUESTIONS (maitrise du suje!, 12: 3 4 5 6 7 8 9 10





Test - histoire; livre: pp. 113-140, nOles. EII/anls de /a rfibellion (Julien. 19911
NOM: _
Directions: repondez a # I sur ce papier el Ie reste sur votre propre papier.
PARTIE A, Remnlisuz Jes vjdfS: (7 POINTS)
I. (a) Au debut du roman, NichoIaset Mijanou passenl des \'acances chez leur grand-
mere a _
(b) A pan Jean - Franr;:ois Valois, quels sont les deux pritendams de Rosalie dans Ie
roman? et _
(c) Quel homme a presente 92 ResolUlions au gouvemement dans Ie Bas-Canada?
(d) Dans Ie Bas-Canada, il y avait quatre groupes principau.'( contre les Patriotes - Ies
Anglais, les Bureaucrates, Its ConstilUlionnels, et les _
ce qui veUI dire lache ou lToussard.
(e) Dans Ie Haut-Canada, Ie groupe qui enlourait Ie gouverneur s'appelaille Family
Compact, tandis qui I'equivalenl dans Ie Bas-Canada s'appelail _
(0 le leader des rebellions dans Ie HaUl-Canada etail _
(g) Un monwnent a Saint-Sorel rend hommage au Patriote -c,,--,-----,----,
qui a ele tue pendant les elections de 1834 !orsqu'il a tente d'aneter un homme qui
tiraitsur lesPalriotes.
PARTIE B: REPONDEZ a#2-4: (13 POINTS)
1. Utilisez 8 des mots suivanls dans un court paragraphe bien ecrit dont Ie contexte
montre votre comprehension de chacun (8):
la trouvaille eberlue coniser bondir complice Caire Ill. grasse matinee
frisonner vehement une proie moche inevitable grommeler
J. QueUes sont deu.x causes de la pene des Patriotes? (2)
4. Quelles trois reccomendations Lord Durham a-t-il [aites au gouvemement
brittannique? (3)
lOt
PARTIE C· ReDondo a PEUX des Questions sujv3Q(ts seu!ement· I.:!O POI:\TS)
5. A l'aide d'un dessin, expliquez ['ancien sysH!:me gouvemememal avant la
confederation. Comment etait-il injuste?
6. ExpHquez Ie role des femmes vers 1837-38 tel qu·it est devoi[e dans £nfantsde fa
rebellion. Comment ce role a-t-li change depuis?
7. En fonne de paragraphes separes pour chaque trait, faites une fiche descriptive de
Rosalie Cadet en lui donnant deu.x trailS de caractere dominants.
8. Faites une biographie concise de (i) William Lyon Mackenzie. et de (ii) Louis-joseph
Papineau.
9. Discutez de deux conflits majeurs dans Enfoms de fa rebellion. dont un conn it
interieur, etl'autre exterieur, dans un paragraphe bien develope pour chacun. Dans
chaque cas, faites une analogie a au moins un exemple comparable de la vie politiquc
d'aujourd'hui, provinciale, nationale, ou intemationale.
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